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ABSTRACT 
 This mixed-method study explores the implementation of Twin Text and its effectiveness 
in the U.S. History and English classrooms with regard to: mastery of the objectives laid out 
within the course curriculum, perpetuation of deeper learning, and fostering empathy and civic 
engagement through the use of Twin Text involving tenth and eleventh grade students and 
United States History and English teachers. The study answers the following questions: (1) What 
are the experiences of students in a Twin Text setting classroom environment?  Three sub 
questions emerged: (A) In what ways does cross-curriculum teaching with an English Language 
Arts instructor affect student engagement? (B) How does using Twin Text foster student 
recognition of societal problems and appreciation of diverse perspectives? (C) What is the effect 
of cross-curricular teaching on student test scores when compared to students who receive 
traditional instructions? Data collection involved classroom observations, interviews, student 
journals, Interpersonal Relatively Index (IRI), and Mississippi Academic Assessment Program 
pre- and post-test data.  
The results of the study derived from the mixed-method data collection revealed that the paired 
classes did not reach greater content mastery; however, the student interviews indicated an 
improved student perception of understanding. The following themes emerged from student 
interviews: positive experiences, class enjoyment, shared experiences, connection between 
courses that made the material more understandable, better understanding with regard to 
background and chronology. Based upon the observation data, student engagement was higher in 
the paired classes than it was for students taking U.S. History class in isolation. The results from 
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the study support the notion that teaching history is less effective if educators rely solely on 
textbooks as the main driver to teach the objectives. Educators can bridge the gap by teaching 
history through fiction.  
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CHAPTER I 
INTRODUCTION 
Background   
According to historian Hindley (2009), “William H. McNeill was one of those rare 
people who could see historical patterns that transcend time and borders” (para 2). 
Anthropologist Robert Redfield, as cited by Hindley (2009), introduced McNeill to the idea, 
“that cultures and nations don’t exist in isolation, but engage in exchange with others” (para 
3). According to William McNeill, “I felt the world was one. From a very early time, I 
realized that humans interacted with their neighbors and their neighbors with their neighbors. 
If you look around the world you always have neighbors. You have a web” (Hindley, 2009). 
McNeill (1985) argued that, “the study of history is indeed worthwhile and necessary for the 
education of effective citizens and worthy human beings. As such it can both make us wiser 
in our public choices and more richly human in our private lives” (para 1). McNeill’s point of 
view parallels the idea of implementing literature in a social studies classroom—especially 
historical fiction. According to Ciecierski and Bintz (2016), “Traditionally, the textbook is 
the primary resource for instruction. Textbooks, however, do not naturally support students 
in making connections across text. Therefore, teachers must find other resources” (p. 32). 
Nawrot (1996) reasons, “As teachers, we can use the genre of historical fiction to help satisfy 
that desire to learn about an earlier time and at the same time provide our students with a rich 
literary experience” (p. 343).  
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Rycik and Rosler (2009) wrote:  
Reading historical fiction provides students with a vicarious experience 
for places and people they could otherwise never know. Often, they are 
able to see history through a child’s point of view and identify with their 
emotions… Good historical fiction creates an emotional connection 
between children of today and their historical counterpart. (p. 163)  
McNeill’s concept of connection echoed that of persons who champion historical fiction. 
According to Lee (1984) as cited by Hartzler-Miller (2001), “History is something one does: 
a process of reasoning using contextual information, texts, empathy, and imagination” (p. 
672). Whelan (1997) wrote, “The all-too common pattern of teacher-centered, textbook 
driven instructional practice in which students are required merely to memorize and 
periodically regurgitate selected sets of factual information is wholly inconsistent with the 
nature of historical inquiry and understanding” (p. 507).  
          Historical fiction can shed light on human experience. According to Nawrot (1996):  
Historical fiction also depicts life beyond the context of students’ own lives 
and time. Student readers can be helped to make connections between the 
past and the present, to follow issues over time to see their development, 
and to begin to see the work in context and to understand that the past 
helped shape the present. That knowledge can head students to understand 
that decisions made in the present will determine the future. (p. 344) 
Textbooks are Not Enough  
Textbooks can be daunting for students. Richard Paxton is best known for his 
innovative research into the influence of authorial voice on students’ comprehension of 
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historical texts. Paxton (1997) cited several authors when he wrote “American history 
textbooks have been called dull, inaccurate, and just plain difficult to understand” (p. 235). 
Towery (2013) made a case for integrating literature into social studies instruction: “Social 
studies instruction should be one of the most interesting and relevant instructional areas in 
the elementary school program. Unfortunately, the reverse is more likely to be true” (p. 227).  
 Jacobs and Tunnell (2004) stated why they believe history textbooks are inadequate: 
“The people are missing! The best one-word definition of history is, in fact, ‘people’. 
Without human beings, whose emotion and actions influence the times, there is no history” 
(p. 117). In 1986 the U.S. Department of Education funded an undertaking to determine the 
quality of historical writing in elementary and secondary school social studies textbooks. 
Panelists including historians, authors, and textbook writers created a report called 
“American History Textbooks: An Assessment of Quality.” According to Sewell (1987), they 
determined that “an increasing number of critics note the disappearance of controversies, 
conflicts, colorful characters, glories, and tragedies—in short, a national history of passion 
and voice—since such historiography runs the risk of offending one or another textbook 
clients. In a dubious quest for readability, many textbooks simplify style, mechanics, and 
vocabulary to produce flat and unmemorable prose without zest or elegance” (p. 9). The lack 
of stimulation can result in disinterested students. In 1987 the panel found that:  
research has repeatedly shown that today’s students perceive history—and 
the social studies generally—to be dull subjects. An accumulating body of 
research indicates that a majority of students consider social studies to be 
unimportant, redundant, and above all, boring” (p. 9).  
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Loewen (1996) argued that high school students hate history. They consider it 
irrelevant and boring. According to Ladson-Billings (2003), “… an embarrassing amalgam of 
bland optimism, blind patriotism, and misinformation pure and simple” (p. 1). Ladson-
Billing went on to note that, “despite Loewen’s brilliant critique of the high school history 
curriculum (and social studies curriculum in general), we continue to tell our students lies 
about history, our world views, and our culture” (p. 1). 
According to Groce and Groce (2005):  
Textbook publishers face a tough challenge in presenting an immense 
body of knowledge and skills for students on a specified grade level. 
There will routinely be criticism of how material is presented or if 
information that has been omitted for various reasons. Historical fiction 
offers teachers a classroom component to the text that can be examined for 
viewpoints either absent or minimized within a textbook. (p. 101) 
This research suggests that teachers should not disregard their textbooks entirely. 
Instead, teachers need to supplement texts with historical fiction in an effort to make the 
subject matter more relevant and appealing to students.  
The Significance of Studying Social Studies Through the Lens of Historical Fiction 
 
 Historian and writer David McCullough (1995) warned that we were raising a 
generation of children who are historically illiterate: 
 “The situation is serious and sad. And it is quite real, let there be no 
mistake. It has been coming on for a long time, like a creeping disease, 
eating away at the national memory. While the clamorous popular culture 
races on, the American past is slipping away, out of sight and out of mind. 
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We are losing our story, forgetting who we are and what it’s taken to come 
this far.” (p. 2)  
Are we losing our story because of the way it is taught or rather not taught across the 
country? McCullough challenges teachers in his acceptance speech for the Distinguished 
Contribution to American Letters:  
Too many teachers have little if any real understanding of what they’re 
teaching, let alone a vitality and passion for the subject that makes great 
teachers so effective. If you think back to your own time in school, the 
courses you liked best and did best in were almost certainly the courses 
taught by teachers you liked the best. And the teacher you liked the best 
were almost certainly those who were excited about the material and 
conveyed that excitement to you…We have to have better teachers and we 
have to have better books. (1995, p. 2) 
McCullough’s warnings were echoed by Harvard Professor, advisor to the Kennedy 
Administration and two-time Pulitzer Prize winning author, Arthur Schlesinger Jr. According 
to Hunter (1994), historian Schlesinger, spoke regarding his theory on 30-year cycles of 
history. Someone asked him why we should study history. He looked down and replied 
matter-of-factly, “First of all, it’s a lot of fun” (p. 1). Hunter (1994) went on to write, “I was 
taken aback… in academic circles fun is not supposed to be part of the equation. Fun 
trivializes the subject matter, stunts one’s intellectual growth and flies in the face of our 
Puritan tradition of grim self-determination” (p. 2). History is comedic, tragic, romantic, 
action packed, and cautionary. It has all of the elements of the perfect story. We should teach 
it like a story. History lends itself wholeheartedly to crossing the curriculum. Huey (1908) 
	 6			
said, “the children should learn to read books, papers, records, letters, etc., as need arises in 
their life, just as adults do, and they should be trained to do such reading effectively” (Huey, 
p. 381). In The Case for Informational Text, Duke (1998) wrote, “We are surrounded by text 
whose primary purpose is to convey information about the natural and social world. Success 
in schooling, the workplace, and society depends on our ability to comprehend this material” 
(p. 40). 
The College, Career & Civic Life (C3) Framework for Social Studies State Standards 
advocates for college and career readiness, but also outlines a third critical element:  
Preparation for civic life. Advocates of citizenship education cross the 
political spectrum, but they are bound by a common belief that our 
democratic republic will not sustain unless students are aware of their 
changing cultural and physical environments; know the past; read, write, 
and think deeply; and act in ways that promote common good. There will 
always be differing perspectives on these objectives. The goal of 
knowledgeable, thinking and active citizens, however, is universal. 
(NCSS, 2013, p. 5) 
Knowledge can be gained from theory and practice as well as textbook and historical 
fiction. Schell and Fisher (2007) wrote, “Bringing literature into the social studies program or 
vice versa, teachers often find success in exposing students to good literature, personalizing 
history for students, building historical empathy, and adding depth, detail, and a sense of 
context to the place and period” (p. 33). 
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According to Moss (2005) as cited by Rycik and Rosler (2009). “Teachers are being 
encouraged to incorporate more informational trade books into their teaching as an 
alternative or supplement to textbooks” (p. 163). 
 Many teachers, like fifth grade teacher Villano (2005), have found that their content 
area textbooks are too difficult for their students in terms of both reading level and concept 
load. She found that by using historical fiction picture books and poetry, her students had a 
much better understanding of life in different periods of history and geographic locations. 
(sp. 163) 
 The literature review will show that Twin Text is implemented in elementary, 
intermediate, and secondary classrooms. According to McGowan, Erickson, and Neufeld, 
(1996) as cited by Gavelek, Raphael, Biondo, and Wang (1999):  
The number of convincing arguments for social studies instruction based 
on literacy sources far outweighs the amount of public research 
documenting the extent to which literature based teaching promotes the 
knowledge, skills, and values that constitute civic competence. Evidence 
seems limited, inconclusive, and concentrated on how trade books 
enhance students’ knowledge acquisition. (p. 206) 
Gavelek, Raphael, Biondo, and Wang (1999) went on to cite Shannon (1997):  
Given the long history and nearly universal acceptance of the idea of 
integration… there have been few empirical investigations of its effects… 
I have been able to identify no study, in any field with any age level, that 
has clearly demonstrated more coherent or deeper understandings, or 
better applicability of learning as a result of integration. (p. 206) 
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Further study based on new national standards is required. Though the discipline has 
responded to this disengagement, it is not translating into the classroom. Students do not 
display mastery of content material or greater civic competence. Each year The National 
Assessment of Educational Progress (NAEP) produces the Nation’s Report Card. 
According to The Nation’s Report Card:  
In 2014, eighteen percent of eighth-graders performed at or above 
the Proficient level in U.S. history. Students performing at or above this 
level on NAEP assessments demonstrate solid academic performance and 
competency over challenging subject matter. The percentage of students 
performing at this level in U.S. history was higher than in 1994, but was 
not statistically different from the percentage in 2010. The percentage of 
students at or above the Basic level (71%) was 10 percentage points higher 
than in 1994. (2014) 
 The proposed mixed methods study, regarding the implementation of historical 
fiction in the secondary social studies classroom to promote mastery of objectives laid out 
within the course curriculum as well as perpetuate deeper learning, is an effort to provide a 
gap in the vast body of research. The cannon of quality young adult historical fiction is 
growing each year. According to the Young Adult Library Services Association (YALSA), a 
division of the American Library Association (ALA), Young Adult (YA) books are those 
aimed at adolescents aged 12 to 18 years. According to Peterson (2018), “in most (if not all 
cases) the protagonists of the novels fall within those age ranges, and the story is told through 
teenage eyes” (p.1). Peterson (2018) wrote, “The number of Young Adult titles published 
more than doubled in the decade between 2002 and 2012—over 10,000 YA books came out 
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in 2012 versus about 4,700 in 2002… the young adult book market is thriving” (p. 2). 
Historical fiction is a popular category within Young Adult fiction. Carpenter (2011) of the 
Los Angeles Times wrote, “Young Adult continues to be white hot… drafting on the success 
of young-adult fiction, middle grade novels are also experiencing a major renaissance with 
multiple big names now writing for the junior high set” (p. 1).  
The timing is right regarding the use of quality historical fiction in the secondary 
classroom as a way to effectively teach social studies. According to Tyson (2002), “From 
1929-1988, various educational journals included 164 articles exploring the association 
between trade books and social studies teaching, yet only four percent of these citations were 
database examinations of the nature, and/or effectiveness of literature based teaching”  
(p. 43).  
This study aims to examine the effectiveness of literature-based teaching paired with 
informational text as a means to promote mastery of content material, deeper learning, and 
greater civic competence.  
Twin Text Promotes Discovery According to the Constructivist Theory 
According to Stringer, Christensen, and Baldwin (2009) Jerome Bruner’s 
Constructivist Theory stated:   
Learning is an active process in which learners construct new ideas or 
concepts based upon their current or past knowledge. The learner selects 
and transforms information, constructs hypotheses, and makes decisions, 
relying on a cognitive structure (i.e. schema, mental modes) which 
provides meaning and organization to experiences and allows the 
individual to go beyond the information given. (p. 19) 
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Twin Text would serve as a medium for students to bridge the gap between what they 
already know, what they have been exposed to via fiction, and how they can apply that to 
informational text. Paxton (1997) cites Spivey (1990), “[The] Constructivist Theory holds 
that text in and of itself has no fixed meaning. Rather individual readers formulate mental 
representations as they selectively organize and evaluate the information presented, all the 
while making connections to past understandings” (p. 235). Twin Text would promote 
student discovery. It would allow teachers to translate information into a format appropriate 
to the learner’s current state of understanding. According to Bruner (1996), if curriculum is 
presented in a spiral manner, students can build upon what they have already learned. The 
fictional selection serves as a platform. Student interest is piqued. This serves as a bridge to 
the textbook.  
It is important to determine a solution for ongoing monotony of solely using 
textbooks in social studies classrooms across the country, in an effort to improve upon 
student knowledge and achievement. In order to address this problem I propose using the 
Twin Text method at the secondary level in a United States History classroom with tenth and 
eleventh grade students. The textbook will serve as the anchor or primary text for the control 
and experimental groups. In addition, the experimental group will be exposed to historical 
fiction as a supplement to the anchor text in an effort to answer the following questions.  
Research Questions 
1. What are the experiences of students in a Twin Text setting classroom environment?  
a. In what ways does cross-curricular teaching with an English Language Arts 
instructor affect student engagement?  
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b. How does using Twin Text influence student understanding of societal problems 
and recognition of diverse perspectives?  
c. What is the effect of cross-curricular teaching on student test scores when 
compared to students who receive traditional instruction? 
According to the Mississippi Department of Education website, “The Mississippi 
Academic Assessment Program (MAAP) is designed to measure achievement in English 
Language Arts, Mathematics, Science, and US History. The results of all MAAP assessments 
provide information to be used for the improvement of student achievement” (2011). The US 
History assessment is based on the 2011 Mississippi Social Studies Framework. According to 
the introduction to Mississippi Social Studies Framework: 
The purpose of the 2011 Mississippi Social Studies Framework is to 
provide Mississippi teachers with a structure for planning and delivering 
instruction in a comprehensive and logical form. The overarching goal… 
is citizenship education in order to foster the development of life-long, 
responsible, accountable, global citizens in a democratic society.  
(2011, p. 7) 
The Mississippi Social Studies framework is organized by grade level and content strands 
including: domestic affairs, global affairs, culture, economics, and civil rights/human rights. 
 Many students in U.S. History take a pretest during the first quarter of the school year 
in an effort to assess their base level of American historical knowledge. Students will take the 
same assessment during the last quarter of the school year in order to determine academic 
growth. 
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Historical fiction can serve as a vehicle to perpetuate deeper learning in the secondary 
social studies classroom. Highly acclaimed young adult author, Laurie Halse Anderson, 
responded to a reluctant reader list created by Barnes and Noble of potential summer reads 
with this tweet: “Except can we please replace reluctant readers with readers who haven’t yet 
been given the right book? I remember not being able to read well. I wasn’t reluctant. I was 
hungry, and didn’t know how to find the feast” (2018). Social Studies textbooks are not 
satisfying teenagers. Introduction to quality historical fiction may serve as the right book for 
reluctant readers.  
Freeman and Levstik (1988) cited several writers who suggested, “that stories are an 
appropriate medium for introducing history to children. Story appears to be more easily 
understood than expository (text like) writing” (p. 330). Because high school students are 
middle adolescents, the same argument could pertain to this age group. I believe that students 
at the secondary level would benefit greatly from examining history through the lens of 
fiction as well as informational text. Story emphasizes human response to historical events. 
According to Eagan (1979) as cited by Freeman and Levstik (1989), “this is the beginning of 
historical understanding and a precursor to any critical analysis of history” (p. 329).  
The review of the literature will show that work is being done at the elementary and 
college levels, but not at the high school level. 
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CHAPTER II 
REVIEW OF THE LITERATURE  
What is Twin Text or Paired Text? 
Ciecierski and Bintz (2016) cited several authors with regard to the definition of 
paired text, “Paired Texts are two texts that are conceptually related in some way, e.g. topic, 
theme, genre, etc” (p. 33). Paired texts are a result of a text set. According to Nichols (2009) 
as cited by Ciecierski and Bintz (2016), “A text set is a collection of books focusing on a 
specific topic or theme and generally consists of five to fifteen books. Typically, a text set 
contains several paired texts” (p. 33). Ciecierski and Bintz (2016) acknowledged the work of 
several authors when they wrote, “Paired Texts build background knowledge and help 
students make intertextual connections while reading” (p. 33). 
In 2000 paired text was given an alternate name by Deanne Camp. She claimed that 
using fiction and nonfiction trade books as Twin Texts in an elementary classroom was an 
authentic way of introducing content material into the curriculum. Twin Texts are two books, 
one fiction and one nonfiction (informational), on the same (or related) topic. While the 
nonfiction book answers questions in a more straightforward manner, the story structure of a 
fiction book may be less difficult for children to comprehend. According to Camp (2000) 
Teachers can integrate language arts, science, social studies, and other content areas by using 
children’s literature as a bridge. This also helps bridge a gap for students that struggle or 
become reluctant readers with textbooks that create an information overload. According to 
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Camp (2000), the challenge of learning from content area textbooks is sometimes 
overwhelming. Some of those challenges are writing style, text structure, unfamiliar topics, 
or even illustrations not placed near the descriptive text material. Pairing books of fact and 
fiction allows students to become familiar with selected topics and vocabulary. Twin Texts 
help teachers encourage the enjoyment of reading while capitalizing on students’ fascination 
with facts. Camp (2000) stated, “A nonfiction or fiction trade book has the potential to be a 
magnifying glass that enlarges and enhances the reader’s personal interaction with a subject” 
(p. 400). According to Vacca and Vacca (2005), trade books, when used with textbooks, can 
help learners think critically about content material. According to Camp (2000), both the 
Twin Text fiction and nonfiction books may convey facts that will serve as a foundation for 
future knowledge. After acquiring this base of information for the Twin Texts, the reader has 
better understanding of textbook material. According to Soalt (2005):  
Fictional and informational texts on the same topic are like two parts of a 
whole picture: the former offer a more personal, subjective, and affective 
perspective, and the latter offer a more public, objective, and factual 
perspective . . . when teachers focus on these two very different lenses on 
the same topic, they offer a more holistic view of a given subject and 
provide a wider range of potential hooks or entry points for student 
engagement. (p. 682) 
Why Students Take Social Studies Classes  
In 1896, the American Historical Association, at the request of the National 
Education Association, appointed the Committee of Seven to introduce the field of social 
studies to educators. This committee convened from 1896-1899, and their report was titled 
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The Study of History in Schools:  Report to the American Historical Association by the 
Committee of Seven. According to Bohan (2009) this report “had a significant and lasting 
impact on the practice of history and social education in American schools” (p. 148). They 
were asked to consider the subject of history in secondary schools and draw up a scheme of 
college entrance requirements in history. The report as cited by Evans (2004) argued: 
First, for history as a preparation for civic competence, to bring boys and 
girls to some knowledge of their environment and to fit them to become 
intelligent citizens. History directly aids the pupil to think correctly, to be 
accurate and painstaking, and awaken students’ interest in books and gives 
them resources within themselves to fit them “for good and useful 
citizenship. (p. 20-121) 
 Throughout the twentieth century, social studies classes helped assimilate first 
generation Americans. Social studies classes should continue to help students become 
functioning members of the general public. Social studies classes, along with other classes, 
should have an overarching goal of teaching young people to be aware of their choices and 
decisions through the lens of citizenship. According to the National Council for Social 
Studies (NCSS), “The mission of the National Council for the Social Studies is to advocate 
and build capacity for high-quality social studies by providing leadership, services, and 
support to educators” (NCSS, 2013, Mission Section). 
How history has been presented. 
Shaver (1991) wrote, “Social studies teachers have been conceptualized variously as 
transmitters of culture (Barr, Barth, & Shermis, 1977), decision makers (Barr et al., 1977; 
Engle and Ochoa, 1988), moral craftspersons (Tom, 1980, 1984; Van Manen, 1977), brokers 
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of scholarly knowledge (White, 1987), reflective thinkers (Schon, 1983, 1987; VanSickle, 
1985; Zeichner, 1983; Zeichner and Liston, 1987), and as transformative intellectuals 
(Giroux, 1988; Giroux, & McLaren,1986)” ( p 203). Shaver (1991) went on to write:  
Presenter of knowledge… is probably the most dominant role that most 
social studies educators play. Nevertheless, little is known currently about 
teachers’ beliefs regarding the nature of social knowledge or about the 
nature of their content knowledge. In addition, researchers should ask:  
How do social studies teachers present knowledge to students of various 
ages? How do teachers present alternative interpretations of social 
knowledge?  What are the relationships between the ways teachers 
interpret critical social studies topics and issues and the ways students 
understand these topics? (p.189) 
Thirty years later, scholars are still grappling with how and what to teach within the 
social studies. Engle (2003) argued that we should emphasize decision making instead of 
merely remembering. This requires more than knowledge of facts. Instead, students must 
synthesize all of the available information. The facts regarding a societal problem are seldom 
clearly on one side. Citizens are tasked with piecing together information and values from 
multiple sources in an effort to make an informed decision. Instead of ground covering or 
committing a certain number of facts to memory, which will ultimately be forgotten, 
decision-making should be substituted. According to Camp (2000) it’s reflective, speculative, 
thought provoking and oriented to the process of reaching conclusions. 
Historical Fiction as a Teaching Tool   
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Engle (2003) wrote in Decision Making: The Heart of Social Studies Instruction, 
“Through the pages of historical fiction, the past becomes alive. It’s not just dates, 
accomplishments, and battles, it is people famous and unknown, who lived during certain 
times and who through their actions and beliefs, influenced the course of history” (p. 446). 
The characteristics of historical fiction have the potential to affect readers’ lives. This 
contributes to our understanding of human nature, universal truths, and historical patterns. 
(Beck, Nelson-Faulkner & Pierce, 2000, p. 546) Karen Cushman, Newberry Award-winning 
author of The Midwife’s Apprentice, elaborated, “I think what these novels bring to [readers] 
is a sense of the everyday life of what it was like to live at that time. Of how these bigger 
issues played out in individual lives, what they really meant… when you read about how it 
plays out in the life of an individual, I think it’s much more immediate and important” (Beck, 
Nelson-Faulkner & Pierce, 2000, p. 547). Historical fiction can provide readers with the 
lived-through experience. According to Rosenblatt (1978) and cited by Freeman and Levstik 
(1988) the reader must adopt an aesthetic stance that is focused on the lived-through 
experience of the text, rather than adopting an efferent stance in which we concentrate on 
what facts are to be learned through reading. During an interview, author Karen Cushman 
explained historical accuracy:  
I didn’t want to know who was king, or what fights the kings and bishops 
were having, or who owned the land. I wanted to know what life was like 
for an average person; where they went to the bathroom, what they ate, 
what they ate in winter when there wasn’t any fresh food . . . I had to work 
with what was available and then make my best guess sometimes, based 
on all the research I did, and trying to see it through someone else’s eyes, 
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and knowing what I know, and using my imagination. (Beck, Nelson-
Faulkner & Pierce, 2000, p. 548) 
Cushman sought to provide the details of everyday life for ordinary people. This can fill an 
important gap for the reader. Textbooks rattle off the facts of the kings and the bishops. The 
Ohio State University Historic Fiction in Young Adult Literature Individual Inquiry Project 
references H. Scott Dalton (2006):   
[He] describes what writers seek to answer with historical fiction works in 
his post “What is Historical Fiction?” “The historian, at the most basic 
level, seeks to answer the question ‘What happened?’ By contrast, the 
writer of historical fiction seeks to explain ‘What was it like?’” This 
suggests that the historian describes a situation by telling the reader what, 
for example, the individual did, how they lived, or even what their 
background was. They help us imagine what the time period was like, 
viewing it from a distance. Whereas, the fiction writer describes a 
character’s feeling or emotions and puts the reader directly in their shoes. 
Historical fiction is not meant for simply explaining facts about history 
like a typical high school social studies book might but immerse the reader 
into the period and allow them to relive experiences during that time.  
(para 3) 
Historical fiction can provide a balance by exposing students to the logistics of life for 
everyday people living during a certain time period.  
Historical Fiction Can Bridge the Gap  
	 19			
The C3 Framework for Social Studies state standards call for a “shared responsibility 
for literacy learning put forward by the Common Core State Standards for English 
Language Arts and Literacy in History/Social Studies” (2013, p. 7). 
According to Vaca and Vaca (2005):  
By becoming more knowledgeable about trade books, teachers can better 
equip themselves to meet the academic, linguistic, social, and emotional 
needs of today’s student…. Textbooks by themselves are not enough. 
Students need access to a range of reading materials, and trade books are a 
veritable motherload of fiction and nonfiction texts that connect to 
curricular areas and state standards. (p. 354-355) 
Traditionally, textbooks have been the primary reference for teaching social studies, 
but textbooks tend to present concepts impersonally and from a single perspective. Literature 
in the classroom provides multiple perspectives, spurring students to formulate concepts and 
more expansive generalizations about people and places (Berson, Ouzts & Walsh, 1999). The 
use of quality literature brings history to life. Literature bridges the gap between 
geographically distant worlds and gives students a better understanding of how and where 
people have lived in the past and present, and how they might live in the future. A literature-
enhanced curriculum promotes multiculturalism by making children aware of ethnic, cultural, 
and religious diversity. The unique characters and detailed descriptions in books provide 
educational reading while nurturing students’ imaginations and maintaining their interest. 
Literature fosters evaluation of similarities and differences, generation of alternative 
explanations, and integration of subject areas (Lombard, 1996). Ciecierski and Bintz (2015) 
summarized several authors by saying, “Much professional literature indicates that when 
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teachers use authentic literature in the classroom, good things happen. For example, when 
teachers use authentic literature, student motivation, enthusiasm and interest increase” (p.17-
18). They went on to say, “when teachers use authentic literature, students learn content area 
material more efficiently and effectively” (p. 18). Historical fiction allows students to make 
connections between students’ background knowledge and concepts. Fiction brings historical 
figures to life and allows students to make important conceptual connections (Sliwka, 2008, 
p. 61). Sliwka (2008) went on to suggest:  
By reading historical fiction and examining a character’s actions, students 
can hear practical advice for their own lives, see how people handle 
different situations, explore diversity and tolerance issues, gain historical 
intelligence, and become aware of the basis for many of America’s values 
and beliefs. Furthermore, activities with historical literature can nurture 
creativity and create an environment conducive to the development of 
higher-order and critical thinking skills, as well as motivate students to 
discover the past and how it connects to life today. (p. 62) 
According to Vacca and Vacca (2005) students will want to read once they have developed 
confidence in their ability to learn. They will connect what they already know to what they 
are learning. This will generate interest, even if the reading is difficult (p. 167). 
Student Preparedness for College and a Career 
 In Current Issues and Trends in Education, Aldridge and Goldman (2002) questioned 
the disparities between curriculum and student needs. They stated: 
The curriculum is so highly rationalized and regimented that it lacks 
interest about students. How can students in the 21st century who are used 
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to being entertained find anything interesting in routine workbooks, drill 
sheets, or even computer programs with similar formats? The curriculum 
itself fails to hold much motivation for urban students after they leave 
school. The new working-class jobs pay low wages and leave little room 
for advancement… A “basic skills” curriculum has become increasingly 
more difficult to sell to the students who suffer through it. (p. 5) 
Students should find joy in learning. Not only is a basic skills curriculum not producing 
career-ready students, it’s also keeping students from being inquisitive. Students are not 
given the opportunity to exercise higher-level thinking skills in the classroom. The use of 
Twin Texts in the secondary classroom can serve as a remedy for this. Bilof (1996) suggests, 
“Whether emphasizing multicultural and global perspectives, role-playing simulations, the 
rudiments of writing, or the basics of historical study, qualitative fiction is proving a 
successful tool for stimulating learning in the classroom” (p. 1). Bilof taught aspects of 
World War II using a historical fiction novel called Killer Angels. According to Bilof (1996):  
The novel appeals to high school students for several reasons. Above all, it 
frames historical figures in decidedly human dimensions… It addresses 
generic themes such as the centrality of the individual, the attributes of 
leadership, conflicting value systems, happenstance in history, and the 
motivations of men in war… Its appeal lies in its evocation of emotions 
and feelings universal to the human condition. (p. 2) 
After reading the novel, Bilof assigned students a written character analysis, which 
included outside research. The assignment played on the novel’s strength as well as 
embracing traditional social studies skills. According to Bilof (1996): 
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 The object was to motivate students to submit an essay that modeled 
commitment and “a personal wish to understand”. In this way, the written 
assignment would become a “unifier”, designed to secure deep learning, to 
improve students’ critical thinking, and to integrate the curriculum. (p. 2) 
According to Nawrot (1996), “Historical fiction stimulates critical thinking.  
Characters have to make hard choices, and students are drawn into their decision-making 
processes” (p.343-344). Historical fiction allows students an opportunity to explore 
characters and personalities from many points of view. According to Engle (2003), “…in 
teaching social studies, we should emphasize decision making as against mere remembering” 
(p. 7). 
Twin Text in the Elementary and Intermediate Classrooms  
 In an effort to convey classroom application of Twin Text, Camp (2000) spotlights 
three teachers and three different teaching devices or strategies that can be implemented in 
the Elementary and Intermediate classroom. The following sections detail those strategies. 
Using the K-W-L Chart when teaching with Twin Texts  
 According to Ogle (1986), “This simple procedure helps teachers become more 
responsive to students’ knowledge and interests when reading expository material, and it 
models for students the active thinking involved in reading information” (p. 564). Five years 
later Camp conducted a study by implementing Ogle’s chart. Camp explains how students at 
the elementary level use Ogle’s 1986 K-W-L chart in order to bridge the gap between fiction 
and nonfiction. Camp (2000) pointed out, “This is a method of graphically organizing 
information based on what readers know about a topic, what they want to know about a topic, 
and what is learned after reading” (p. 403). Before students read the fictional story Stellaluna 
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by Janell Cannon as a tool to learn more about nocturnal animals, as a whole group they 
completed the K-W-L chart. Students listened carefully to Stellaluna and observed the 
pictures without much discussion. However, students were encouraged to comment and 
discuss Stellaluna’s facial features and body language throughout the second reading. At this 
point students were able to add information to the know column. As a result of the whole 
class discussion of what students now knew, students were able to formulate questions that 
still went unanswered such as: Why don’t they fly into things? What do real bats eat?  What 
kind of bat was Stellaluna? How big are most bats? What sounds do bats make?  Where do 
bats live? Next students read a nonfiction selection: Bats by Celia Bland. Students had prior 
knowledge regarding bats due to the fictional story they read. By reading the nonfiction text, 
most of their questions that fell in the learn column were now answered. According to 
Cunningham, & Moore (1995) as cited by Camp (2000) “The greatest contribution of 
response activities is that they enable students to determine for themselves how thoroughly 
and imaginatively they comprehend a piece of literature” (p. 404). Cunningham and Moore 
(1995) as cited by Camp stated, “Students understood more about bats and it contributed to 
the larger picture of understanding habitats, life cycles, habits, and other characteristics of 
nocturnal animals. This interactive strategy became a bridge to the science textbook”  
(p. 404). 
Using Venn Diagrams when Teaching with Twin Texts  
 Venn diagrams are an effective way to offer material graphically when presenting 
information via Twin Texts. Camp cited Harris and Hodge (1995), “Venn Diagrams are 
graphic organizers constructed by overlapping circles to indicate features common or unique 
to two or more concepts” (p. 402). For example, fourth-grade teacher Mrs. Holt used an 
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interactive Venn diagram in order to track the life of African American girls living in the 
1960s versus the 1990s. Students read Amazing Grace by Mary Hoffman. This is the story of 
a young girl named Grace who wants to play the lead role in her school play, Peter Pan. Her 
peers reject this idea because Grace does not look like the original actor that played Peter 
Pan. Grace is extremely discouraged, but with reassurance from her family and motivation 
from an actress that does not play characters that she looks like, Grace is able to triumph and 
overcome her doubt regarding the role. Next, students read the biographical book The Story 
of Ruby Bridges by Robert Coles. This is categorized as historical fiction; however, it tells 
the true story of Ruby Bridges, a young, positive thinking, intelligent, Black female student 
who was chosen to begin the integration of an all-white school. As students read each piece, 
they constructed a list of physical and social characteristics for each main character along 
with characteristics that both characters shared. This helped the students focus on the real-life 
personal bravery and challenges faced by Ruby Bridges. Mrs. Holt used the themes of 
personal bravery and believing in oneself from the Twin Text nonfiction text. These became 
the stepping stones to the same themes in the social studies book (Camp, 2000). The Venn 
diagram is a suitable tool for students of all ages. Younger children may use pictures instead 
of words in order to express their ideas. Older students or stronger writers could go into as 
much detail as the facilitator of learning expected or modeled. This is an effective tool for 
comparing and contrasting characters, stories/books, accounts of an event, or actual event 
versus film adaptation of an event. The Venn diagram is a versatile classroom tool because it 
is an interactive strategy that can be completed by individuals, groups, or as a representation 
of a whole class discussion.  
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Activating Prior Knowledge when Using Twin Texts  
 The activation of prior knowledge is used on a daily basis in social studies 
classrooms. Teachers find that students are interested in certain topics, but at the same time 
there is always misinformation surrounding that topic. The use of Twin Texts is an effective 
tool for breaking through distortion on an event by presenting factual information to students 
with the help of fiction along the way. According to Camp (2000), Mr. Roseman capitalized 
on student interest of the sinking of the Titanic after students viewed the film Titanic. There 
were certainly a multitude of half-truths presented in the film regarding the actual event. 
According to Camp (2000), Mr. Roseman realized that he could hybridize geography and 
history by:  
 teaching map skills, spatial relationships and teaching knowledge of how 
significant historical events and developments affect today’s events, how 
lifestyles of different groups of people in various cultures have changed, 
and how innovations in transportation and communication affect the lives 
of people today. (p. 407) 
Mr. Roseman chose the fictional Voyage on the Great Titanic: The Diary of Margaret Ann 
Brady by Ellen E. White and the factual book Ghost Liners by Robert D. Ballard in order to 
prompt instruction. In order to activate prior knowledge, Mr. Roseman instituted a 
brainstorming session. This gave him the opportunity to see what students already knew and 
what misinformation students had been exposed to. The fictional character Margaret Ann 
Brady lived in an orphanage in England. Mr. Roseman knew that students had no prior 
knowledge of the early nineteen hundreds in Europe nor did they conceptualize what it would 
be like to be an orphan, so he chose to read aloud the first few chapters so that students could 
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get a feel for the setting. Students continually compared and contrasted the living conditions 
of Margaret Ann Brady versus their own living conditions. Students were also able to utilize 
the photographs in the factual text Ghost Liners in order to get an idea of what the clothing of 
the early nineteen hundreds looked like and what Margaret Ann Brady might have worn on 
her journey across the Atlantic Ocean. Students were encouraged to use maps and globes in 
order to pinpoint the sinking of the Titanic. Discussion regarding the breakdown of 
communication on the Titanic was debated. Students then deliberated the possibility of such 
a disaster occurring today. Students were able to explore the forms of communication used to 
discover and learn more about the wreckage of the Titanic in the factual Ghost Liners. 
Comparisons were made to the wireless communications used today. Through the use of 
Twin Texts, Mr. Roseman was able to make an event that transpired in 1915 relevant to 
students’ modern day lives. Through the activation of prior knowledge students were also 
able to cast aside misconceptions regarding the sinking of the Titanic while tapping into 
geographic and communication skills.   
Using Webbing when Teaching with Twin Texts  
 Webbing is a simplistic but effective way to utilize Twin Texts. Ms. Tanner’s third 
grade class was studying a thematic unit on oceans. She wanted, “to focus on mammals’ 
characteristics, communication systems, and interactions with their environment”  (Camp, 
2000, p. 405). Ms. Tanner utilized fictional The Whales by Cynthia Rylant and Whales by 
John Bonnett Wexo. Through this pair of Twin Texts, Ms. Tanner combined several science 
and communication goals. Students already had prior knowledge regarding webbing, so this 
type of graphic organizer was familiar to the class. After the first reading of The Whales and 
whole group discussion of illustrations, students were instructed to think of all of the words 
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from the text that they could remember. Ms. Tanner listed these words on the chalkboard as 
students called out words. During the second reading, students added other important terms 
about whales that were missed or overlooked during the first reading. Next, students created 
a web. Their central word was “whales”, and they decided to use the different names of 
whales as the spokes jutting out from the main word. After this, students were stuck. They 
did not know how to further organize their information. At this point, Ms. Tanner introduced 
the factual text piece Whales. She took the opportunity to point out that there are two very 
different groups of whales. Now, with this new information, students were able to create a 
more detailed web with the use of more specific terms from the factual book. Ms. Tanner’s 
facilitation of learning through the use of whale Twin Texts allowed her to, “arouse the 
students’ curiosity about the curriculum goals she wanted to teach her third graders. The 
Twin Texts became the bridge for the students to better understand the material in the content 
area textbooks” (Camp, 2000, p. 406). The web that students created served as a springboard 
for literature response activities.  
Twin Text in the High School and College Classroom  
 Secondary students examine the construction of geographic regions through fiction. 
Jason Dittmer suggests using popular culture in order to make the complex issue of regional 
geography more understandable and enjoyable for students at the high school and post-
secondary levels (Dittmer, 2006). During his tenure in the Department of Geology and 
Geography at Georgia Southern University, one of his courses focused on the construction of 
Eastern Europe within a larger European framework through the study of Bram Stoker’s 
Dracula. According to Dittmer, “The very scope and definition of the (regional) courses is 
contrary to much of geography’s current body of theory, because it accepts the region as an 
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object to be studied rather than a social process, constantly in the act of reconstruction” 
(Dittmer, 2006). It is hard for students to conceptualize the abstract ideas of how a place 
became a region, the identity of its construction, and how regions became accepted with the 
use of textbooks. Dittmer connected the metageography of Europe to popular culture with the 
use of the novel, Dracula in order to discuss the social construction of Eastern Europe. 
Dittmer also used Francis Ford Coppola’s movie Bram Stoker’s Dracula as a jumping off 
point for class discussion. Students were able to visualize the difference between Eastern and 
Western Europe during the late eighteen hundreds as a result of watching this film. Dittmer 
acted as a facilitator of discussion by introducing travel literature regarding Eastern and 
Western Europe, and the political and economic histories of both regions. Students 
transitioned from the film to the book, written in 1887, by discussing fundamental 
differences between East and West. Students discussed the contrast between the West’s 
civilizations versus the East’s barbarism. Students studied the vocabulary and history of the 
words “civilization” and “barbarism” in depth in order to understand why the East and the 
West fall under these contrasting categories in Dracula. For example, Jonathan Harker writes 
in his journal on the way to Transylvania: 
The strangest figures we saw were the Slovaks, who were more barbarian 
than the rest, with their big cow-boy hats, great baggy dirty-white trousers, 
white linen shirts, and enormous heavy leather belts, nearly a foot wide, 
all studded over with brass nails… On the stage they would be set as some 
old Oriental band of brigands. (Stoker, 1897, p. 7) 
Stoker juxtaposes from barbarism to Western civility by highlighting scientific understanding 
and reasoning skills through the character Van Helsing:  
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He stepped over and sat down beside me, and went on, “You are a clever 
man, friend John. You reason well, and your wit is bold, but you are too 
prejudiced. You do not let your eyes see nor your ears hear, that which is 
outside our daily life is not of account to you… Ah, it is the fault of our 
science that it wants to explain all, and if it explain not, then it says there 
is nothing to explain.” (Stoker, 1897, p. 195) 
Reading passages such as the two emphasized above allowed students to organize the 
portrayed difference of the East and West. Watching the film also allowed students to create 
mental images of the contrast between East and West. Dittmer initially discussed differences 
between the book and the film, which created an interest in the original myths and historical 
figures. Next, students examined physical maps of Eastern and Western Europe in order to 
see the progression of change for the featured regions as well as the landscape features. This 
created a platform for Dittmer to introduce the current geo-history of south-eastern Europe.  
 At the end of the course, Dittmer used three questions in the form of a survey in order 
to allow students to offer their opinions. Students used a number scale in order to respond. 
The questions were: How informative did you find the sessions on Dracula? How differently 
do you view the regions after the sessions on Dracula? How interested were you in the 
subject matter of the sessions on Dracula? Three open-ended questions were asked in an 
attempt to identify the reasons behind the quantitative answers. Students that scored the first 
questions highly mostly commented that the familiarity of Dracula for an educational 
purpose helped create a foundation for such a complex issue such as regional geography. 
According to Dittmer (2006):  
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Learning outcomes for the lesson are difficult to measure, but there is 
evidence that the lesson had a significant impact on the students in the 
class. In the subsequent test, students were asked to choose one essay from 
the two prompts made available. The first prompt asked the students to 
outline the geographic interpretation of Bram Stoker’s Dracula using the 
terminology associated with the social construction of regions. The 
alternative prompt was a traditional question about demographic transition 
and Europe. The students overwhelmingly chose the Dracula prompt, 
showing great enthusiasm for the subject matter and a relative mastery of 
the subject. Eighty-five percent of the students chose to write about 
Dracula and only fifteen percent of the students wrote about demographic 
transition. While both groups did equally well in their essay (each group 
averaged 85 percent of the points available), the students who chose the 
demographic transition prompt were, on average, better students (by a 6 
percent difference on their final test score) that those who chose the 
Dracula question. Therefore, the Dracula lesson not only brought an 
overwhelming amount of interest to the subject of Europe’s regional 
construction, but also brought out above-average results for those students. 
(p. 59-60) 
Dittmer was able to reach struggling or underperforming students by bringing popular culture 
into the classroom in the form of a novel, Dracula.  
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A Literary Approach for Hard to Teach Topics  
 Brooker-Gross (1991) echoes much of what Camp champions regarding the use of 
Twin Texts. The authors argue that fiction acts as a motivator for providing information, 
fostering cross-cultural comparisons and contrasts and creating empathy with different 
peoples.  
According to Hoy & Elbow (1976): 
 The focus on content and motivation in the use of novels is particularly 
well-represented in regional geography. In attempting to evoke the 
ambience of place or region, instructors rely on the novelist’s talents to 
substitute for field experience, using vicarious travel to help give students 
a stake in the region and the course. (p. 556)  
Hoy and Elbow (1976) also argue that, “a textbook, even a well-written one may fail to hold 
a student’s attention or stimulate him to attempt further reading, an exciting and informative 
novel may produce the desired response” (p. 557). 
 Cruz and Duplass (2009) suggest the use of Kate Chopin’s short story, Desiree’s 
Baby, as a tool to teach about race in the social studies classroom. “It is compelling, 
illuminating the folly of the misconception of ‘race’ with an unforgettable ending in the 
literary tradition of O. Henry by the use of local (French Creole and Louisiana) terms and 
phrases” (p. 432). They argue, “Where many students typically dismiss history as events in 
the distant past with no real connection to their lives, historically-based literature allows them 
to imagine and visualize what life might have truly been like for the people in a given society 
or era” (p. 429).  
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 Cruz and Duplass (2009) argue, “Most students today are not able to distinguish 
between the notion of ‘race’ as a social construct and the pernicious, false belief that ‘race’ is 
a biological reality” (p. 425). They go on to say, “American middle and high school students, 
in spite of living in one of the most ethnically diverse countries in the world, typically know 
little of the origins of the concept and may have few opportunities to reflect on how it has 
shaped history and its consequences” (p. 426). Race can be a difficult topic to teach in a 
classroom of middle and high school students. According to Cruz and Duplass (2009), 
“Despite academic understanding of ‘race,’ students may still have difficulty making sense of 
the concept as it plays out culturally and socially… a literary approach can help students 
consider the idea of ‘race’ and its usual consequence, racism” (p. 429). Rice (2006) as cited 
in Cruz and Dulpass (2009) proposes, “that historically-based literature helps to personalize 
history and exemplify the capability of literature to record the past, evoke responses to the 
present, and envision the future” (p. 429). Historical fiction can serve as a bridge for creating 
more civically engaged people. In order to address issues of public concern, one needs deep 
understanding of the topic. Race relations affect the public. In order to improve race 
relations, students must have an understanding of race. Historical fiction can help illustrate 
and teach this concept. A literature-enhanced curriculum promotes multiculturalism by 
making children aware of ethnic, cultural, and religious diversity. The unique characters and 
detailed descriptions in books provide educational reading while nurturing students’ 
imaginations and maintaining their interest. Literature fosters evaluation of similarities and 
differences, generation of alternative explanations, and integration of subject areas (Lombard 
1996). 
	 33			
According to Jean Fritz as cited by Sliwka (2008), “Children can find little meaning 
in history unless they are helped to attain the point of view of a participant; in other words, 
unless they are given the chance to climb inside history and look out” (p. 61). Students who 
are exposed to historical fiction in the social studies classroom will be infinitely better 
prepared for college, career, and civic life. The utilization of teaching with Twin Texts 
presents students an opportunity to see the world from various points of view. Sliwka (2008) 
writes, “Students may also learn from the way the author presents the events in the story, 
critically analyzing the text to determine any evident bias. This analytical skill may carry 
over into other areas of curriculum, as well as the student’s life outside the classroom” (p. 
62). The findings of the Committee of Seven in 1896 are still relevant. Students need to be 
civically competent; they need to have an awareness of their environment in order to be 
intelligent citizens. The introduction of Twin Texts in the secondary social studies classroom 
would not only help students master the objectives laid out within the course curriculum, but 
also contribute to the higher-level thinking and analytical skills necessary for participatory 
citizenship in today’s world.  
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CHAPTER III 
METHODOLOGY 
By examining two classrooms, using a mixed-method approach involving tenth and 
eleventh grade students and United States History and English teachers, we can better 
understand if the implementation of Twin Text is effective in the U.S. History and English 
classrooms with regard to: 
• mastery of the objectives laid out within the course curriculum. 
• perpetuation of deeper learning. 
• fostering empathy and civic engagement through the use of Twin Texts.  
With this understanding, administrators and educators can plan lessons that employ 
the Constructivist Theory though the use of Twin Text in order to foster effective U.S. 
History teaching.  
Sample and Site  
The site chosen for the study was a rural high school setting in North Mississippi. 
According to Mississippi Department of Education, the population of the school consisted of 
818 high school students. The racial breakdown of the school was as follows: 65.89% of 
students were Caucasian, 30.07% were African-American, 3.18% are Hispanic, and >2% 
were Asian (Mississippi Department of Education, 2019). According to the United States 
Census Bureau, 51.2% of students receive free or reduced lunch. (US Census Bureau, 2019).  
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The sample included two sets of 22 non-equivalently grouped students. The first class 
included eleventh grade students assigned to a United States History course via the school 
counselor. The second set included tenth grade students who were taking English II as well 
as U.S. History within the same school year. Not all of the students who elected to take 
English and U.S History were able to enroll in the class due to the limited amount of seats 
offered for this tenth grade class.  
The primary researcher, a fifteen year veteran high school social studies and English 
teacher, taught at the research cite for eight years. The secondary researcher taught in both 
private and public school settings for seven years and has taught English at the research site 
for six years. The researcher had no control in the demographic makeup of the class. 
However, the school district used a computer-based program called SAM Spectra in order to 
place students into classes. Typically the makeup of a class modeled that of the school 
population.  
Demographics 
The site chosen for the study was a rural high school setting in North Mississippi. 
According to Mississippi Department of Education, the population of the school consisted of 
818 high school students. The racial breakdown of the school is as follows: 65.89% of 
students are Caucasian, 30.07% are African-American, 3.18% are Hispanic, and >2% are 
Asian. The demographic breakdown of students in is similar to other schools within the city. 
However, the demographic breakdown of this high school differs slightly from that of the 
state of Mississippi, as displayed in Table 1. 
Table 1  
 
Demographic Breakdown of High School  
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Grade School enrollment Female Male 
Asian 
(%) 
 
African 
American 
(%) 
Hispanic 
or Latino 
(%) 
White 
(%) 
Two or 
More 
Races 
State 
(PK-12) 
 
470,668 230,232 240,435 1.09 48.12 3.99 44.02 2.49 
County 
High 
School 
818 415 403 * 30.07 3.18 65.89 * 
County 
10th 
grade 
total 
229 108 127 * 26.34 2.97 68.20 * 
County 
11th 
grade 
total  
176 90 86 * 33.52 2.84 68.75 * 
10th 
grade 
Paired 
class (n 
=22) 
 13 9 0 13.64 4.54 81.81 4.45 
11th 
grade 
US 
History 
(n=22) 
 13 9 0 13.63 0 77.27 9.09 
Mississippi Department of Education. (2019, September 16).  
 
 The sample included 44 students (N=44) with 22 students in the 10th grade paired 
class and 22 students enrolled in regular, eleventh grade US history classes throughout.  
Students were assigned to classes by the school counselor. The paired class includes tenth 
grade students who are taking English II as well as U.S. History within the same school year. 
Not all of the students who elected to take English and U.S History were able to enroll in the 
class due to the limited amount of seats offered for this tenth grade class. 
 In order to determine growth, and create a level playing field, students in the paired 
class were matched with eleventh grade students in the regular U.S. History classes based 
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upon the following characteristics:  gender, race, and eighth grade Mississippi Academic 
Testing Program (MAAP) English Language Arts score.  
Access and Permission   
 The study followed Institutional Review Board Policy. Permission was obtained from 
the superintendent of the school district, voted and approved by the school board, and agreed 
upon by the principal, teacher, students, and parents of students included in the study. All 
parties consented to sharing information about what takes place in the classroom and full 
disclosure of student grades.  
Research Questions and Data Collection 
 Each part of the research question was answered by collecting data, organizing that 
data, and utilizing various forms of analysis in order to measure data.  
Research Question 1.a and Data Collection   
1. What are the experiences of students in a Twin Text setting classroom 
environment? 
a. In what ways does cross-curricular teaching with an English Language 
Arts instructor affect student engagement? 
 In order to answer the first research question, The U.S. History instructor (primary 
instructor) and the English instructor (secondary instructor) observed students during their 
perspective classes using the Student Observation Checklist (Appendix D). The treatment 
group was observed three times in U.S History over the course of three months. The 
treatment group was also observed three times during English over the course of those same 
three months. The control group was observed over the course of those same three months; 
however, the control group was observed three times during U.S. History only.   
	 38			
 Data collection included gathering evidence on the students’ level of engagement.  
While the English and social studies teacher taught the lessons, an observation checklist was 
utilized to observe the students. The checklist contained indicators that described the physical 
manifestation of engagement (active interest, effort, interacting with a device, problem 
solving) and disengagement (off-topic discussion, complaining, frustrated, looking bored, not 
concentrating, disruptive). Students were checked as engaged or disengaged if 75% 
participants displayed any indicators in the checklist (Lane and Harris, 2015).   
 Next, thirteen members of the treatment group were interviewed using a series of nine 
questions (Appendix E) in order to determine how the paired courses affected student 
engagement. A smart phone served as the recording device. Each interview was recorded 
separately. Students were interviewed individually, in the hallway, for an average of ten 
minutes per interview.  
 Finally, students in the treatment group were required to keep a journal throughout 
the school year in order to record ideas, terminology, and themes that were encountered in 
their English coursework as well as their history coursework. Each student was given a spiral 
notebook to keep in the U.S. History classroom. Each week students were given 5 minutes to 
reflect upon what they learned in each course, and to draw comparisons regarding 
information that overlapped. This was always presented as an informal assignment. Some 
students made a Venn Diagram, others listed information, some students drew pictures and 
labeled the pictures with information from each course. Students were given the opportunity 
to refer to their journal before and during the interview as a tool to help jog their memory 
with regard to the coursework.  
Research Question 1.b and Data Collection   
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1. What are the experiences of students in a Twin Text setting classroom 
environment? 
b. How does using Twin Text influence student understanding of societal 
problems and appreciation of diverse perspectives? 
 In order to determine if students made connections between the historical fiction and 
narrative pieces assigned throughout the course to their own lives and modern day 
problems and perspectives, students took the Interpersonal Reactivity Index (Appendix A) 
designed by Mark Davis (1980). The IRI is a survey designed to inquire about thoughts 
and feelings in a variety of situations including societal problems and appreciation of 
diverse perspectives. A five point Likert scale with the choices ranging from A-does not 
describe me well to E-describes me very well was used in order to answer 28 survey 
items.  Survey items were evenly dispersed among four subcategories that determined 
facets of empathy including: perspective taking, empathetic concern, personal distress, 
and fantasy. 
Research Question 1.c and Data Collection   
 1. What are the experiences of students in a Twin Text setting classroom                    
      environment?  
  c. What is the effect of cross-curricular teaching on student test scores  
      when compared to students who receive traditional instruction? 
 A multiple-choice assessment was utilized in order to determine if the treatment 
group outperformed the control group with regard to test scores. The Mississippi 
Academic Assessment Program (MAAP) measured achievement in U.S. History with a 
seventy-question multiple-choice assessment. The U.S. History assessment is based on 
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the 2011 Mississippi Social Studies Framework. In an effort to measure depth of content 
knowledge, students in the control and treatment group took the Mississippi Department 
of Education U.S. History Practice Test 1 during the first nine weeks of school as a 
pretest (Mississippi Department of Education, 2011). Students in the control and 
treatment group completed the same assessment during the fourth nine weeks 
immediately prior to administration of the official U.S. History state assessment. 
Limitations 
Students were not assessed by the state of Mississippi in social studies prior to this 
secondary level subject area test. Determining growth regarding U.S. History content would 
be problematic. The sample size was relatively small; however, the study can be replicated 
on a larger scale. The students in the experimental cohort self-selected the team-taught 
course. The researcher taught both the experimental and control students. The study site is in 
rural Mississippi; however, the school is in a college town. This could provide a more 
metropolitan perspective than schools in neighboring counties.  
Treatment and Control Conditions 
 In order to test for causal effect, two conditions were present. The treatment condition 
included the implementation of Twin Text in the English Language Arts classroom in 
addition to traditional lecture and presentation in their U.S. History classroom. The students 
in the treatment group read historical fiction and creative non-fiction in addition to their 
informational textbooks. This course included experiences outside of the classroom 
including:  competing in the National History Day Project at the University of Southern 
Mississippi; visiting the Civil Rights Museum in Memphis, the Museum of Mississippi 
History in Jackson, and the World War II Museum in New Orleans; and participating in the 
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Gilder Lerhman Hamilton Education Program, which included viewing the musical 
production Hamilton in New Orleans.  
Students in the treatment group kept a journal throughout the school year in order to 
record ideas, terminology, and themes that were encountered in their English coursework as 
well as their history coursework.  
The control condition consisted only of traditional lecture and presentation in order to 
compare the outcome of the treatment group. Students were exposed to teacher lectures and 
presentation along with guided reading questions from the textbook. The control group did 
not receive any exposure to fictional novels and reading passages or field trips. Control group 
students utilized only their textbook throughout the course.  
Control Group versus Treatment Group Course Work 
 The primary researcher taught the control group. These students attended U.S. 
History with the primary researcher for fifty minutes each day. The primary researcher and 
the secondary researcher taught the treatment group as a cohort. These students attended U.S. 
History with the primary researcher for fifty minutes each day as well as English Language 
Arts with the secondary researcher for fifty minutes each day. Both researchers taught their 
respective subject matter based upon the timeline of the U.S. History course. When the 
second semester began, all students in U.S. History classes began the term with a section on 
World War II.  
 The primary and secondary researches met frequently in order to determine how to 
teach cross circularly. Once a week the secondary researcher would attend a U.S. History 
class period in order to glean information regarding what to plan for her coursework.   
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 During these meetings, the primary researcher outlined a goal or an overarching 
question(s) for each time period. Next, the primary researcher shared U.S. History standards 
and objectives with the secondary researcher. The secondary researcher used this information 
in order to make suggestions regarding reading material for her coursework. Below are the 
agreed upon plans based upon these overarching questions, standards and objectives, and 
agreed upon additional reading. 
Lesson Plans for English and U.S History  
 The primary researcher had two overarching questions in mind while control and 
treatment students studied World War II: What events caused World War II and what impact 
did World War II have on America and the world? Students in the control group read various 
texts relevant to World War II. The secondary researcher assigned the memoir Night by Eli 
Wiesel. The primary goal was to expose students to one of the atrocities that drew the United 
States into the war.  
Table 2 
 
Holocaust Lesson Comparison  
 
Treatment Group Control Group and Treatment Group 
1. As students read the memoir they were  
asked to take note or flag such topics as: 
the Holocaust, faith, suffering, identity, 
survival instinct, human nature, civility 
versus savagery, and anything else that 
students may note or determine.  
 
2. Students determined and developed four 
themes that are universal and apply to 
mankind, stemming from different 
topics. They cited evidence from the text 
that supported themes. 
    Example: Eli Wiesel’s Night shows that 
people often question their faith in God 
when faced with inexplicable suffering.  
 
The teacher lectured and presented material 
based upon the following objectives:  
• 3.c-DOK 3 Draw conclusions about 
causes/effects of U.S. involvement 
in world wars.  
• 3.e-DOK 3 Explain/analyze U.S. 
Role in international organizations 
in the 20th century.  
• 7.a-DOK 2 Examine cultural 
artifacts to contextualize historical 
development  
• 1.c-DOK 3 Explain/analyze 
expansion of federal powers 
• 3.d-DOK 3 Analyze 
origins/development of the Cold 
War between U.S/U.S.S.R. 
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 3. Students wrote a persuasive essay in 
which they persuaded school officials 
whether or not the book should be read or 
studied in school. Students were required 
to discuss two of the themes that they 
previously developed.  
• 4.a-DOK 3 Analyze issues that 
gave rise to Civil Rights Movement  
 
The students took notes, asked questions, 
and participated in large group discussions.  
 Next, the secondary researcher exposed students to Allied and Axis Powers’ war 
posters as propaganda, in order to reveal the messages present in the world at that time.  
Table 3  
 
WWII Propaganda Lesson Comparison  
 
Treatment Group Control Group and Treatment Group  
 1. As a collective group, students analyzed 
the posters and drew conclusions that 
some of the propaganda was fictitious.  
 
2. In small groups, students analyzed the 
symbolism found in the posters. The 
facilitator of the discussion prompted 
students to reiterate a claim and back it 
up with evidence from the poster. For 
example: This poster draws on a sense of 
patriotism, which is revealed or 
portrayed by the colors used, and images 
such as stars.  
The teacher lectured and presented 
material based upon the following 
objectives:  
• 3.c-DOK 3 Draw conclusions about 
causes/effects of U.S. involvement 
in world wars.  
• 3.e-DOK 3 Explain/analyze U.S. 
Role in international organizations 
in the 20th century.  
• 7.a-DOK 2 Examine cultural 
artifacts to contextualize historical 
development  
• 1.c-DOK 3 Explain/analyze 
expansion of federal powers 
• 3.d-DOK 3 Analyze 
origins/development of the Cold 
War between U.S/U.S.S.R. 
• 4.a-DOK 3 Analyze issues that 
gave rise to Civil Rights Movement  
 
The students took notes, asked questions, 
and participated in large group discussions.  
 
 The secondary researcher assigned the study of Franklin Roosevelt’s “Day of 
Infamy” speech in order to evaluate the effectiveness of his rhetorical devices and revisions 
of the speech.  
Table 4  
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WWII Primary Source Lesson Comparison  
Treatment Group Control Group and Treatment Group 
1. Showed primary source film footage of  
the bombing of Pearl Harbor 
 
2. Students read Franklin Roosevelt’s “Day 
of Infamy “ speech. Students were first 
introduced to the typed draft of the 
speech, which included Roosevelt’s 
handwritten revisions. 
 
3. Next, students listened to the delivery of 
this speech. 
 
4. Students formulated a written response 
to this prompt: You have read Franklin 
Delano Roosevelt’s  “Day of Infamy” 
speech wherein you viewed the original 
draft and his revisions concerning 
declaring war on Japan. In a well-written 
essay explain what rhetorical devices 
Roosevelt used to persuade Congress to 
declare war on Japan. Consider such 
things as repetition, diction and/or 
logos/pathos/ethos. Also, evaluate the 
effectiveness of Roosevelt’s revisions. 
Be sure to use evidence from the speech 
to support your ideas. 
 
The teacher lectured and presented material 
based upon the following objectives:  
• 3.c-DOK 3 Draw conclusions about 
causes/effects of U.S. involvement 
in world wars.  
• 3.e-DOK 3 Explain/analyze U.S. 
Role in international organizations 
in the 20th century.  
• 7.a-DOK 2 Examine cultural 
artifacts to contextualize historical 
development  
• 1.c-DOK 3 Explain/analyze 
expansion of federal powers 
• 3.d-DOK 3 Analyze 
origins/development of the Cold 
War between U.S/U.S.S.R. 
• 4.a-DOK 3 Analyze issues that 
gave rise to Civil Rights Movement  
 
The students took notes, asked questions, 
and participated in large group discussions.  
 
The final World War II era reading and writing assigned by the secondary researcher 
were built around Stephen Ambrose’s creative nonfiction title, Band of Brothers, in an effort 
to expose students to the author’s craft as well as the structure of writing, such as the 
development of character, and its effect on the reader.  
Table 5  
 
WWII Lesson Comparison  
 
Treatment Group Treatment and Control Group 
1. After students read the first chapter, 
they responded to this prompt: In 
Chapter 1 and throughout Band of 
The teacher lectured and presented 
material based upon the following 
objectives:  
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Brothers, Stephen Ambrose introduces 
E Company in a purposeful manner. In 
a well-written essay, analyze and 
explain the purpose of how Ambrose 
organizes the chapter to introduce the 
reader to E Company. Also, evaluate 
the effectiveness of this organization. 
Be sure to use evidence from the 
chapters to support your response. 
 
2. Students read chapters:  1, 4, 5, 11, 12, 
and 17. Afterward students watched the 
following episodes from the miniseries 
Band of Brothers:  1-Currahee, 2-Day 
of Days, 6-Bastogne, 9-This is Why We 
Fight, 10-Points 
 
3. Students wrote an essay in which they 
persuaded a new teacher which format 
of Band of Brothers (the book, the mini-
series, or a combination if both) was the 
more effective teaching tool to educate 
students about E Company’s 
experience. 
  
• 3.c-DOK 3 Draw conclusions about 
causes/effects of U.S. involvement 
in world wars.  
• 3.e-DOK 3 Explain/analyze U.S. 
Role in international organizations 
in the 20th century.  
• 7.a-DOK 2 Examine cultural 
artifacts to contextualize historical 
development  
• 1.c-DOK 3 Explain/analyze 
expansion of federal powers 
• 3.d-DOK 3 Analyze 
origins/development of the Cold 
War between U.S/U.S.S.R. 
• 4.a-DOK 3 Analyze issues that 
gave rise to Civil Rights Movement  
 
The students took notes, asked questions, 
and participated in large group discussions.  
 
 The primary researcher had three overarching questions in mind while control and 
treatment students studied the nineteen fifties era:   
• What were the causes, main events, and effects of the early Cold War?  
• How did social and economic changes after World War II affect Americans?  
• What were the causes, effects, and main events of the Civil Rights Movement? 
The secondary researcher assigned Catcher in the Rye by J.D. Salinger (1951). The 
overarching goal was to explore how culture and society during that time period was 
reflected through the eyes of the narrator.   
Table 6  
 
1950s Lesson Comparison  
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Treatment Group Treatment and Control Group 
1. Students read the novel and participated 
in multiple class discussions. The 
teacher guided discussion regarding the 
essay prompts that will be assigned. 
Students were unaware of the prompts 
while they participate in discussion. 
Students focused on themes such as: 
alienation, depression, and loss of 
innocence emerge. 
 
2. Students responded to ONE of the   
following prompts.  
a.  In some works of literature, 
childhood and adolescence are 
portrayed as times graced by 
innocence and a sense of wonder; in 
other works, they are depicted as times 
of tribulation and terror. Focusing on 
Catcher in the Rye, explain how its 
representation of childhood or 
adolescence shapes the meaning of the 
work as a whole. Use evidence from 
the text to support your ideas. [2008 
AP Lit - B] 
 
b. A critic has said that one important 
measure of a superior work of 
literature is its ability to produce in the 
reader a healthy confusion of pleasure 
and disquietude. The Catcher in the 
Rye produces this “healthy 
confusion.”  Write an essay in which 
 you explain the sources of the 
“pleasure and disquietude” 
experienced by the readers of the 
work. Use evidence from the text to 
support your ideas. [1985 AP Lit] 
 
c. In some works of literature, a 
character who appears briefly, or does 
not appear at all, is a significant 
presence. Write an essay in which you 
show how such a character functions in 
The Catcher in the Rye. You may wish 
to discuss how the character affects 
The teacher lectured and presented 
material based upon the following 
objectives:  
• 3.d-DOK 3 Analyze 
origins/development of the Cold 
War between U.S/U.S.S.R 
• 3.e-DOK 3 Explain/analyze U.S. 
Role in international organizations 
in the 20th century. 
• 7.a-DOK 2 Examine cultural 
artifacts to contextualize historical 
development  
• 3.f-DOK 3 Analyze/evaluate 
growing U.S. involvement in 
Middle East/Persian Gulf. 
• 1.d-DOK 3 Analyze/evaluate 
tension between individual liberty 
and national security. 
• 7.c-DOK 3 Evaluate role of media 
in shaping perceptions of policies. 
• 1.b-DOK 3 Analyze/evaluate 
impact of presidential policies on 
domestic reform. 
• 3.c-DOK 3 Draw conclusions about 
causes/effects of U.S. involvement 
in world wars.  
• 4.c-DOK 3 Analyze response of 
federal government to Civil Rights 
Movement.  
• 6.a-DOK 2 Cite/explain what led to 
an increasingly regulated U.S. 
economy.  
• 2.a-DOK 2 Explain impact of 
increased 
women/minorities/immigrants in 
labor force.  
• 5.b-DOK 3 Explain conditions that 
le to the rise of organized labor.  
• 5.c-DOK 2 Identify 
migration/immigration patterns 
resulting from economic push-pull 
effects.  
• 7.d-DOK 2 Contrast modernism 
and traditionalism relating to social 
change.  
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action, theme or the development of 
other characters. Avoid plot summary. 
Use evidence from the text to support 
your ideas. [1994 AP Lit] 
 
d. Writers often highlight the values of 
a culture or a society by using 
characters who are alienated from that 
culture or society because of gender, 
race, class, or creed. Based on your 
reading of The Catcher in the Rye, 
write an essay in which such a 
character plays a significant role and 
show how that character’s alienation 
reveals the surrounding society’s 
assumptions and moral values. Use 
evidence from the text to support your 
ideas. [1995 AP Lit] 
• 2.c-DOK 2 Compare/contrast 
various social policies.  
• 4.e-DOK 2 Compare/contrast the 
goals/objectives of 
minority/immigrant groups to those 
of the Civil Rights Movement led 
by African-Americans.  
• 4.a-DOK 3 Analyze issues that 
gave rise to the Civil Rights 
Movement. 
• 4.b-DOK 2 Trace major events of 
modern movement.  
• 1.a-DOK 3 Cite/analyze evidence 
that U.S. Constitution is a “living” 
document.  
• 4.d-DOK 3 Evaluate how Civil 
Rights Movement expanded 
democracy in U.S. 
 
The students took notes, asked questions, 
and participated in large group discussions.  
 
 The primary researcher had two overarching questions in mind while control and 
treatment students studied the nineteen sixties era:   
• How did social and economic changes after World War II affect Americans?  
• What were the causes, effects, and main events of the Civil Rights Movement? 
The secondary researcher assigned The Help by Katherine Stockett, a work of fiction. 
Students read excerpts in an effort to contextualize the South during the early 1960s Jim 
Crow Era. The reader was exposed to viewpoints of the same incidences as told through the 
lens of Caucasians and African-Americans.  
Table 7  
 
1960s Lesson Comparison  
 
Treatment Group Treatment Group and Control Group 
1. Read excerpts from each of the main 
characters (Minnie, Abilene, and 
Skeeter). Students explored “point of 
The teacher lectured and presented material 
based upon the following objectives:  
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view” as each of the characters spoke of 
the same incident from different points 
of view.  
• 7.a-DOK 2 Examine cultural 
artifacts to contextualize historical 
development.  
• 7.c-DOK 3 Evaluate role of media 
in shaping perceptions of policies. 
• 1.b-DOK 3 Analyze/evaluate 
impact of presidential policies on 
domestic reform. 
• 3.c-DOK 3 Draw conclusions about 
causes/effects of U.S. involvement 
in world wars.  
• 4.c-DOK 3 Analyze response of 
federal government to Civil Rights 
Movement.  
• 2.a-DOK 2 Explain impact of 
increased 
women/minorities/immigrants in 
labor force.  
• 5.b-DOK 3 Explain conditions that 
led to the rise of organized labor.  
• 7.d-DOK 2 Contrast modernism 
and traditionalism relating to social 
change.  
• 2.c-DOK 2 Compare/contrast 
various social policies.  
• 4.e-DOK 2 Compare/contrast the 
goals/objectives of 
minority/immigrant groups to those 
of the Civil Rights Movement led 
by African-Americans.  
• 4.a-DOK 3 Analyze issues that 
gave rise to the Civil Rights 
Movement. 
• 4.b-DOK 2 Trace major events of 
modern movement.  
• 1.a-DOK 3 Cite/analyze evidence 
that U.S. Constitution is a “living” 
document.  
• 4.d-DOK 3 Evaluate how Civil 
Rights Movement expanded 
democracy in U.S. 
 
The students took notes, asked questions, 
and participated in large group discussions.  
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The primary researcher had three overarching questions in mind while control and 
treatment students studied the Vietnam War:   
• How did the policies of Presidents Kennedy and Johnson affect the Nation?  
• How did the United States confront Communism in East Asia after the Korean War?  
• How did the counterculture and the expanding rights revolution of the 1960s and 
1970s influence American society?  
The secondary researcher assigned The Things They Carried, a work of fictitious 
interrelated stories by Tim O’Brien loosely based upon his experience and the experience of 
others in the Vietnam War. Students analyzed one character across more than one chapter in 
an effort to understand that character more deeply. 
Table 8  
 
Vietnam War Lesson Comparison  
 
Treatment Group Treatment Group and Control Group 
1.While students were reading, they tracked 
the characters and what they physically 
carried, what they figuratively carried, 
and what that revealed about them. 
  
2. Students used the lists that they created 
while reading the novel in order to 
answer these final questions:   
a. What is the purpose of the 
author listing these things that 
the men carried  
b. What does it say about the 
soldiers 
c. What did the things the men 
carry tell the reader about the 
country of Vietnam or the 
Vietnam War.  
The teacher lectured and presented material 
based upon the following objectives:  
• 3.c-DOK 3 Draw conclusions about 
causes/effects of U.S. involvement 
in world wars.  
• 3.d-DOK 3 Analyze 
origins/development of the Cold 
War between U.S/U.S.S.R. 
• 1.b-DOK 3 Analyze/evaluate 
impact of presidential policies on 
domestic reform. 
• 4.c-DOK 3 Analyze response of 
federal government to Civil Rights 
Movement.  
• 6.d-DOK 3 Evaluate deficit 
spending as a means of financing 
government programs  
• 1.a-DOK 3 Cite/analyze evidence 
that U.S. Constitution is a “living” 
document. 
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• 7.a-DOK 2 Examine cultural 
artifacts to contextualize historical 
development. 
• 3.e-DOK 3 Explain/analyze U.S. 
Role in international organizations 
in the 20th century. 
• 1.c-DOK 3 Explain/analyze 
expansion of federal powers. 
• 1.d-DOK 3 Analyze/evaluate 
tension between individual liberty 
and national security.  
• 7.c-DOK 3 Evaluate the role of 
media in shaping perceptions of 
policies. 
 
The students took notes, asked questions, 
and participated in large group discussions.  
 
 All of the lesson plans were designed in an effort to present students with information 
during their U.S. History class. Next, the English class setting served as a platform to build 
upon that information with texts that paired well with knowledge gleaned from U.S. History.  
The primary and secondary researcher collaborated in an effort to thoughtfully choose texts 
that fostered comparisons and connections made by the students throughout the course of the 
school year.  
Analysis  
 Once the data were collected, each posed research question required independent 
analysis.  
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Table 9 
Research Questions Paired to Instruments and Analysis 
 Sample Instrument Analysis 
    
What are the 
experiences of 
students in a Twin 
Text setting 
classroom 
environment? 
 
Treatment Observations 
Interview 
Mixed methods  
 
a. In what ways     
does cross-
curricular teaching 
with an English 
Language Arts 
instructor affect 
student 
engagement? 
 
Treatment 
Observations 
Interviews 
Journals 
 
Qualitative 
coding using 
(Egiebor and 
Foster 2018) in 
order to measure 
student 
engagement 
 
b. How does using 
Twin Text foster 
student recognition 
of societal 
problems and 
appreciation of 
diverse 
perspectives? 
Treatment and 
control 
Interpersonal 
Reactivity Index 
(IRI) 
MANOVA 
 
 
 
c.  What is the 
effect of cross-
curricular teaching 
on student test 
scores when 
compared to 
students who 
receive traditional 
instruction? 
Treatment and       
control 
MAAP pre and post 
test 
Dependent t test 
 
 
In order to analyze research question 1a the primary researcher reviewed and 
summarized observational transcripts, and reported engagement versus disengagement of 
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students. Next, the interviews were transcribed word-for-word into a Word file. Sentences or 
phrases within the cells were openly coded using various colors in order to identify emerging 
themes, for example, green denoted words and phrases such as, “I liked or enjoyed the class 
or it was positive,” while red denoted the use of the word “connection,” between the classes. 
The students utilized the journal entries during their interviews in order to jog their memory 
of the course. Themes and ideas regarding Twin Text or traditional learning environments for 
further investigation emerged.  
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Figure 1. Spreadsheet, Columns for Responses, and Color Coding for Themes 
 In order to analyze research question 1b the primary researcher conducted a  
MANOVA to determine student recognition of social problems utilizing the IRA (Appendix 
A)  as mentioned previously. The dependent variables mirrored the five components 
measured by the IRI: Perspective Taking Scale, Fantasy Scale, Empathetic Concern Scale, 
and Personal Distress Scale. The independent variables were the control and treatment group.  
 In order to analyze research question 1c the primary researcher conduced a dependent 
t test in order to quantify the impact of cross curricular teaching on the treatment and control 
groups using the MAAP (Appendix F) as both a pre and posttest.  
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CHAPTER IV 
RESULTS 
 The purpose of this study was to determine if implementing historical fiction in the 
secondary social studies classroom promotes mastery of objectives laid out within the course 
curriculum as well as perpetuating deeper learning. The research questions include:  
1.  What are the experiences of students in a Twin Text setting classroom environment?  
 a. In what ways does cross-curricular teaching with an English Language Arts 
 instructor affect student engagement?   
 b.  How does using Twin Text influence student understanding of societal  problems 
 and recognition of diverse perspectives?  
 c.  What is the effect of cross-curricular teaching on student test scores when 
 compared to students who receive traditional instruction?  
The study incorporated lesson plans, interviews, observations, and state assessment data in 
order to determine if implementation of fiction in the secondary social studies classroom was 
effective. 
By examining two classrooms, using a mixed-method approach involving tenth and 
eleventh grade students and United States History and English teachers, we can better 
understand if the implementation of Twin Text is effective in the U.S. History and English 
classrooms with regard to: 
• mastery of the objectives laid out within the course curriculum. 
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• perpetuation of deeper learning. 
• fostering empathy and civic engagement through the use of Twin Texts 
Table 10 showed the relationship between the data instruments, participants, research 
questions, and which groups received the treatment.  
Table 10 
Data Association Between Instruments, Participants, Research questions, and 
Treatment or Control Group  
Instrument/Intervention Participants Research 
Question 
Treatment and/or 
Control Group 
Observation Checklist  
(Appendix D)  
n=44 1.a Treatment and  
Control Group 
Interview  
(Appendix E)  
n=13 1.a Treatment Group 
Journal  n=22 1.a Treatment Group 
IRI Survey  
(Appendix A)  
n-44 1.b Treatment and  
Control Group 
MAAP U.S. History Practice 
Test #1 
(Appendix F)  
n=44 1.c Treatment and  
Control Group 
 
 In an effort to gather evidence on the students’ level of engagement and experiences 
in a Twin Text setting classroom environment, utilizing the Student Engagement Observation 
Checklist, I observed the tenth and eleventh grade students during their English Language 
Arts and U.S. History classes four times throughout the spring semester of 2019. While the 
English teacher and I taught the lessons, the Student Engagement Observation Checklist was 
utilized by the primary teacher in order to observe the students. The checklist contained 
indicators that describe the physical manifestation of engagement (i.e. active interest, effort, 
interacting with a device, problem solving) and disengagement (i.e. off-topic discussion, 
complaining, frustrated, looking bored, not concentrating, disruptive). Students were checked 
as engaged or disengaged if sixteen of the twenty-two participants displayed any indicators 
in the checklist (Lane and Harris, 2015).   
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 The observations were conducted over a period of four months. Students attend 
seven, fifty-five minute classes per day. The first set of observations took place in January 
2019.   
January observation of 10th grade paired English and U.S History Students during 
English class.  
 
 The 10th grade students enrolled in the paired English and U.S. History classes were 
arranged in pairs in order to peer edit essays in which they persuaded school officials 
whether, or not, the book Night by Elie Wiesel should be read or studied in class. Before 
writing the essay, students were tasked with determining and developing four themes that are 
universal and apply to mankind stemming from different topics in Night. Students cited 
evidence from the text to support the identified themes. 
  Twenty-two students were present for class. Students utilized a checklist and a rubric 
provided by the instructor. Students were given 25 minutes to complete the task, which 
included:  reading the persuasive essay, coding the essay using colored pencils with regard to 
the checklist prompts before finally scoring the essay with the rubric. Lastly, students 
discussed their individual findings verbally with their partner. The ELA teacher walked 
around the room in order to help students with various questions regarding the checklist or 
rubric. While the teacher helped troubleshoot questions, she did not make final decisions 
regarding student marks. Twenty students remained on task for the duration of the class 
period according to the indicators within the physical manifestations of engagement 
instrument. According to the physical manifestations of disengagement section, the majority 
of the class was not disengaged. However, while one pair of students completed the work, 
they were unwilling to vocalize their justifications for the scores they determined while peer 
editing the persuasive essay. While this pair was engaged in the assigned task, they 
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completed it independent of each other. Also, 75% of the students displayed behaviors such 
as looking around the classroom. While this falls under the disengagement portion of the 
checklist, it did not appear to keep students off-task for an extended period of time.  
January observation of 10th grade paired English and U.S. History Students during U.S. 
History class.  
 
 The 10th grade students enrolled in the paired English and U.S. History classes were 
arranged in groups of three. Twenty-one students were present. Students were tasked with 
arranging a series of 10 photographs and political cartoons from the 1930s and WWII era in 
an effort to tell a story using the images. Images from the lesson were obtained from the 
digital photography collections located within the National Archives. The images included 
the marginalization of Jews from society throughout the 1930s along with images of the 
concentration camps and liberation of the camps. Each group member was responsible for a 
different role including: scribe, layout facilitator, and group spokesperson. Fifteen minutes 
was allotted for students to determine placement of photographs. I walked around the groups 
in order to observe behavior. I periodically checked in with each group in order to monitor 
progress. All groups were autonomous. The spokesperson was able to tell me what was 
occurring in the image and why the group placed it in a certain spot in order to tell the story. 
Three of the seven groups told a thematic story while five groups used chronology in order to 
frame their story.  Students recognized each of the images from previous study within their 
U.S. History coursework as well as their experience reading Night in their English class.  All 
groups framed their story around the context of Night. I observed groups comparing the 
images to passages from Night. When I checked in with groups, they did not have questions 
for me. They wanted to explain what was happening in the images and defend their 
placement of each image. According the physical manifestations, 21 students were on task.  
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With regard to the physical manifestations of disengagement, 75 percent of the students were 
reported to engage in behavior that included looking around the classroom, it did not appear 
to keep students off -task for an extended period of time.  
January observation of 11th grade U.S. History Students  
 
 The 11th grade U.S. History students were tasked with the same assignment as the 
lesson above. The observed class included 22 students. Students were arranged in six groups 
of four and tasked with arranging a series of ten photographs and political cartoons from the 
1930s and World War II era in an effort to tell a story using the images. Images from the 
lesson were obtained from the digital photography collections located within the National 
Archives. The images included the marginalization of Jews from society throughout the 
1930s along with images of the concentration camps and liberation of the camps. Each group 
member was responsible for a different role including: scribe, layout facilitator, and group 
spokesperson. Fifteen minutes was allotted for students to determine placement of 
photographs. I walked around the groups in order to observe behavior. I periodically checked 
in with each group in order to monitor progress. According to the physical manifestations of 
engagement at least 75% of students were on-task. With regard to the physical manifestations 
of disengagement, there was one student who appeared frustrated. This frustration led to 
complaining, which is a category under disengagement behavior.  Though the majority of 
students were working on the task at hand, my role as a facilitator of the activity included 
more questioning of the groups in order to prompt understanding of the images so that 
students could determine placement in order to tell the story.   
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All groups told a chronological story. Each group did not recognize at least one of the ten 
images, even though students had been exposed to all images during lecture in the previous 
weeks.  
 It was very clear that students in the paired class possessed more background 
knowledge regarding the Holocaust than their 11th grade counterparts, because of their 
exposure to the memoir Night. This resulted in more effortless conversation within the 
groups. Group members were able to frame their justification for placement of the images not 
only with information that they had learned in U.S. History class, but they were also able to 
cite examples of how this unfolded within Elie Wiesel’s personal narrative in Night.   
 The 11th grade students taking U.S. History in isolation were much less talkative 
while trying to determine the task at hand and they relied more heavily on the textbook in 
order to determine the chronology of the photographs.  Eleventh grade students struggled to 
justify the arrangement and relied heavily upon notes they had taken.  In comparison to the 
paired class, the 11th grade class was less familiar with the necessary vocabulary and the 
timeline of the time period. This resulted in less articulate conversations.  
February observation of 10th grade paired English and U.S History Students during 
English class.  
 
 After reading J.D. Salinger’s Catcher in the Rye, the 10th grade students enrolled in 
the paired English and U.S. History classes engaged in a classroom discussion regarding 
themes of the novel including: alienation, depression, and loss of innocence which emerged 
with the prompting of the secondary instructor. Students were unaware that themes would 
serve as essay prompts in a future class. The ELA teacher facilitated a whole group 
discussion. Twenty-one students were present for this class.   
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 Over 75% of the students were actively engaged in the discussion. Students were 
given three popsicle sticks. These served as speaking sticks. Each time a student contributed 
to the conversation he or she would give the secondary instructor a popsicle stick. This 
helped the teacher measure classroom participation as well as assured that none of the 
students would dominate the whole group discussion. None of the students displayed 
behavior of disengagement.  
February observation of 10th grade paired English and U.S. History Students during 
U.S. History class.  
 
 The 10th grade students enrolled in the paired English and U.S. History classes 
worked independently on a document based question about the Generation Gap that emerged 
during the 1950s and continued into the 1960s. Twenty-two students were present. Students 
were given 35 minutes in order to formulate a response regarding the General Gap based 
upon a series of documents including: the cover of Catcher in the Rye, Elvis Presley 
performing on stage, an advertisement about the negative effects of rock music, a photograph 
of the first Levittown, an advertisement for kitchen appliances, and an excerpt from Betty 
Friedan’s Feminine Mystique. Images from the lesson were obtained from the digital 
photography collections located within the National Archives. While responding, the primary 
instructor monitored the room. Students raised their hands if they encountered a writing 
roadblock. Six students raised their hand throughout the course of the 35 minutes.   
Over 75% of students were on-task according to the physical manifestations of engagement. 
No students displayed behavior based upon the indicators within physical manifestations of 
disengagement. 
 
 
 
	 61			
February observation of 11th grade U.S. History Students  
 
 The 11th grade U.S. History students were tasked with the same assignment. This 
class included 17 students. Students were given thirty-five minutes in order to formulate a 
response regarding the Generation Gap based upon a series of documents including: the 
cover of Catcher in the Rye, Elvis Presley performing on stage, an advertisement about the 
negative effects of rock music, a photograph of the first Levittown, an advertisement for 
kitchen appliances, and an excerpt from Betty Friedan’s Feminine Mystique. Images from the 
lesson were obtained from the digital photography collections located within the National 
Archives. While the students worked, the primary instructor monitored the room.  Students 
raised their hand if they encountered a writing roadblock.  Eight students raised their hands 
throughout the course of the thirty-five minutes.   
 Three students turned in the assignment with fifteen to twenty minutes to spare. Upon 
grading the assignment, those three students did not use all of the images, which was a 
requirement. One student did not complete the assignment. Instead he put his head down on 
the desk.  The primary instructor prompted him twice to wake up and get back on task.  
Seventy-five percent of the students exhibited disengagement behavior according to the 
indicators.  
 Students taking U.S. History in isolation were less equipped to respond to the 
assigned prompt. Though all students learned the same material in U.S History classes, the 
students in the paired class demonstrated higher level thinking skills such as synthesis of 
material by referencing different pieces read such as Catcher in the Rye and Band of 
Brothers. This group demonstrated a better understanding of how the Generation Gap 
widened as a result of reading about Salinger’s fictional character Holden in Catcher in the 
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Rye. The conclusion of Band of Brothers painted a picture of what the Greatest Generation 
wanted for themselves and their children upon returning home after World War II. These 
details were missing in the students who took U.S. History in isolation.  
April observation of 10th grade paired English and U.S History Students during English 
class.  
 
 The 10th grade students enrolled in the paired English and U.S. History classes read 
Tim O’Brien’s The Things They Carried. While students read, they were instructed to track 
characters and what they physically carried as well as what they figuratively carried, and 
what that reveals about them. The observation took place on a day when students presented a 
poster project of their findings after having read the book. While twenty-two students were 
present that day, there was enough time for eleven students to present their poster to the 
class. Well over 75% of the students were actively engaged. According to the disengagement 
indicator: looking around, over 75% of the students were engaged in this behavior, and thus, 
disengaged according to the checklist. Though students were looking around, they were 
observed to be interested in their peers facial expressions and body language in regard to the 
information conveyed by the presenter. Technically this was an indicator of disengagement. 
In reality, it was more of an opportunity to agree with each other and to nonverbally convey 
shared beliefs regarding what they had read.  
April observation of 10th grade paired English and U.S. History Students during U.S. 
History class.  
 
 The 10th grade students enrolled in the paired English and U.S. History classes were 
observed while taking notes while the primary instructor lectured about America’s 
involvement in the Vietnam War. A slide presentation including images and words was 
utilized in order to convey course material. Twenty students were present for the class. All 
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students were engaged throughout the twenty-five minute lecture. No students exhibited 
disengagement behavior. Over half of the class asked a question or made a contribution to the 
lecture with regard to a passage they had read from The Things They Carried. While this 
began as an instructor based lecture, it morphed into a whole group discussion as a result of 
their shared experience and connections made to the course material as a result of reading 
The Things They Carried.    
April observation of 11th grade U.S. History Students  
 
 The eleventh grade students were observed while taking notes during the primary 
instructor’s lecture about America’s involvement in the Vietnam War. A slide presentation 
including images and words was utilized in order to convey course material. Eighteen 
students were present for the class. Over 75% percent of students were engaged throughout 
the twenty-five minute lecture. No students exhibited disengagement. However, very few 
questions were asked during the lecture. The instructor did the majority of the talking. 
Though students were engaged according to the checklist, it was a very different atmosphere 
in comparison to the student’s who participated in the paired classes. 
Table 11 
 
Evidence of the Observation  
Lesson 
Month 
Class  Treatment or control group  Percentage of Student Engagement 
January English  Treatment Group 90.9% (20 out of 22) 
January  U.S. 
History  
Treatment Group 100% (21 out of 21) 
January  U.S. 
History  
Control Group 95% (21out of 22) 
February  English  Treatment Group 100% (21 out of 21) 
February  U.S. 
History  
Treatment Group 100% (22 out of 22) 
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February  U.S. 
History  
Control Group 76% (13 out of 17) 
April  English  Treatment Group 100% (22 out of 22) 
April  U.S. 
History  
Treatment Group 100% (20 out of 20) 
April U.S. 
History  
Control Group 55.5% (10 out of 18) 
 
 The second part of data analysis revolved around student interviews in order to 
determine how the use of Twin Text influenced student understanding of societal problems 
and recognition of diverse perspectives. 
 During the last week of the spring 2019 semester, students in the paired classes were 
interviewed. Students were permitted to refer to their journal entries during the interview.  
Interview questions can be found in Appendix E. 
 Thirteen of the twenty-two students were interviewed for an average of five to ten 
minutes. Some questions proved difficult for students to articulate their experiences during 
the interviews (e.g. questions 2, 3, 4, and 8).  
 The following themes emerged:   
It was a positive experience.  Students enjoyed the classes. 
 Six of the thirteen students made comments related to the theme of positive 
experiences, or enjoyment. Six students responded plainly with, “I liked it!” Students went 
on to explain why the classes created a positive experience. At this point the majority of 
answers were based upon some type of connection. Those connections included: shared 
experiences, learning chronologically, teaching style, and the paired courses made the 
material more understandable.   
James: It was mostly fun. Positive. 
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JT: I liked it.  
Harlee: I just really liked the classes.  
Hayden: I liked the corresponding classes.  
Shared Experience 
  Four of the thirteen students made comments related to the theme of a shared 
experience. Students attended U.S. History together with the primary instructor in the 
morning. Students attended English II with the secondary instructor in the afternoon. Some 
comments from the students include:  
 James: You want to be with people that you actually like. The energy emitted from that 
makes it work. 
Gabbie: I like how we were together. I thought that was fun.   
 
Caitlin: I liked having the same people in class. We all knew each other and we could help 
each other if we needed it… it helped that we all learned the exact same thing. 
There was a connection between the courses, and it made the material more 
understandable.   
 
 Eight of the thirteen students made comments related to the theme connection 
between literature and history. Some comments from students include:  
Colby: We learned about the history in [the primary instructor’s] class, and wrote about it 
and read about in [the secondary instructor’s] class. It was a good experience because you 
get it in both classes. They are related to each other.   
Christa: I got it because we started off with history and then when we went to English class… 
You taught about the same stuff, so it made it easier to understand.  
Rebecca: I liked it because it helped when you would break it down in two different classes 
instead of one. 
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Cheyenne: It helped me with them being together. It helped me out. You go over the same 
thing, but you hit different spots.  
Gabbie: I’m not like a good reader… I mean I can read, but it’s not my favorite thing, so 
whenever I learned about the stuff in history class it helped me connect more with the 
readings.   
Hayden: I like the corresponding classes. When you talked about something in one class, you 
talked about it in the other class. It was more in depth.   
Caitlin: I liked the fact that I learned something in history. Even if it wasn’t the same time, we 
learned about it in English class or read something about it. I liked that it went together and 
that I could make those connections.  
Background Knowledge and/or Chronological Understanding  
 
 Ten of the thirteen students made comments related to the theme of background 
knowledge and/or chronological understanding. Some of the comments included:  
 Colt: We would touch on it in one class, study it and write about it in another class.   
Caitlin: If we had to write an essay about it in English, we had more background knowledge.  
It was easier to write something about it. 
Gabbie: Like whenever we read The Great Gatsby, we were talking about the 1920s in 
history. It all connected.   
Hayden: Reading Band of Brothers helped me to better understand the timeline of WWII.   
 
Caitlin: I didn’t know about the Hoovervilles during the Great Depression. That was really 
neat to learn. One of the songs from the musical Annie is about Franklin Roosevelt’s New 
Deal.  I didn’t know that musical was set during the Great Depression. Reading The Jungle 
really helped. The book went in-depth about society during that time period. I wouldn’t have 
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known all of that without reading it. We talked about it in [the primary instructor’s] class, 
but not as in depth as the book.  
Christasha: We talked about the Civil Rights Movement like in the book. It’s not narrow but 
my History Day Project helped me understand it better. For example, it talks about the 
March on Washington, but not in great detail. After researching the March, I knew so much 
more than what the book provided.   
Rebecca: When you didn’t get much detail in one class, you’ll get it in the other class. The 
other class breaks it down into more detail.  
MANOVA Results  
 
 A one-way MANOVA was conducted to determine how Twin Text fosters student 
recognition of societal problems and appreciation of diverse perspectives. An alpha level of 
0.5 was utilized. Descriptive statistics for the dependent variable across both classes are in 
Table 12. Assumptions for normality (W>.01) and homogeneity of covariances (Box’s 
M=10.25, p=.522) was met between the experimental and control groups. Statistical 
significance was not met between the matched groups across the two dependent variables, 
Wilks’ λ=  .978, F(4, 36)=.21, p =.94.  
Table 12  
 
Descriptive Statistics  
Dependent  
Variable  
Twin Text  
Traditional  
 
Mean  
 
SD 
 
N 
Perspective-
Taking Scale 
Control 
Experimental 
16.85 
15.81 
4.87 
5.16 
20 
21 
Fantasy Scale 
Control 
Experimental 
13.15 
12.62 
3.91 
2.96 
20 
21 
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Empathetic 
Concern Scale 
Control 
Experimental 
15.35 
15.57 
2.78 
2.27 
20 
21 
Personal 
Distress Scale 
Control 
Experimental 
11.70 
11.14 
5.64 
5.61 
20 
21 
 
Dependent t-test 
 A dependent t test was conducted to explore differences between U.S. History pre and 
posttest scores. An alpha level of .05 was utilized. Descriptive statistics are in Table 12.  
There was not a statistically significant difference between the pretest and the posttest for the 
control group, t (20)=.893, p=.382. A small effect size was noted, d=.19, indicative of a small 
degree of practical significance. 
 
Table 13 
Descriptive Statistics for C_Change and E_change (n=21, r=-.158)  
C change E change 
M SD M SD 
2.286 6.466 4.619 9.108 
 
 
 
 
 
 
 
 
	 69			
 
 
 
 
CHAPTER V 
IMPLICATIONS 
Introduction   
 This research investigated the implementation of historical fiction in the secondary 
social studies classroom, promotion of mastery of objectives laid out within the course 
curriculum, as well as perpetuation of deeper learning. Student experiences, engagement, 
understanding of societal problems and recognition of diverse perspectives, as well as, the 
effect of cross-curricular teaching on test scores were taken into account.    
The problem, which was identified as poor mastery of content material and a lack of 
civic competence when solely relying upon a textbook, arose as a result of poor social studies 
scores according to the National Assessment of Educational Progress (NAEP) and student 
complaints of boredom during social studies classes.  
This chapter will provide an interpretation of the findings, and relate those findings to 
the literature reviewed in Chapter 2.  
Interpretation of the Findings  
 The findings from this study, reported in Chapter 4, will be discussed with regard to 
each research question. The emergence of themes will be discussed along with the 
association to the existing literature.  
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Classroom Observations.  
Evidence was gathered through the medium of classroom observations with regard to 
engagement or disengagement of students. When analyzing the data, students in the paired 
classes were more engaged in comparison to students taking a social studies class in 
isolation. This finding supports the literature. Soalt (2005) found that the use of fictional and 
information text on the same topic provide a wider range of hooks or entry points for student 
engagement. This also supports Ciecierski and Bintz (2015), who found that good things 
happen when authentic literature in the classroom is used regarding student motivation, 
enthusiasm, and increased interest. Bilof (1996) found that qualitative fiction is a successful 
tool for stimulating learning in the classroom. 
Students in the paired class also had more articulate conversations and questions 
during whole group and small group discussion. This manifested itself in the form of 
organizing information thematically and chronologically. This finding supports Vacca and 
Vacca (2005) who determined that when trade books were paired with textbooks, learners 
thought more critically about content material.  
Students in the paired class demonstrated stronger synthesis of material in their 
writing. This echoes Villano’s (2005) findings that by using historical fiction, students had a 
better understating of life in different periods of history and geographic locations. According 
to Camp (2000) the use of paired text is reflective, speculative, thought provoking and 
oriented to the process of reaching conclusions. 
Students in the paired class exhibited greater connection to course material. These 
findings match Sliwka (2008) who found that historical fiction allows students to make 
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connections between students’ background knowledge and concepts along with important 
conceptual connections.  
Student Interviews 
 At the end of the course students in the paired class were interviewed. Four themes 
emerged from these interviews.  
 First, students considered their course experience to be positive and enjoyable. 
Positive experiences or enjoyment of the course reiterate the findings of Ciecierski & Bintz 
(2016) with regarding to enjoyment of learning and motivation to learn more.  
Second, students enjoyed the shared experience of the paired classes with their peers.  
 Next, students made connections through the courses and in turn made the material 
more understandable. This matched what was found in the literature. Nawrot (1996) found 
that historical fiction stimulates critical thinking because characters have to make hard 
choices and students are drawn into their decision-making processes.  
 Finally, students gleaned more background knowledge and chronological 
understanding as a result of the paired courses. This was also the finding of Schell and Fisher 
(2007) who thought bringing literature into a social studies program would allow for success 
in exposing students to good literature, personalizing history and adding a sense of context to 
place and period.  
Student Recognition of Societal Problems and Diverse Perspectives 
 Students in the treatment and control group took the IRI survey (Appendix A) in 
order to determine if Twin Text fostered student recognition of societal problems and 
appreciation of diverse perspectives. Statistical analysis of this data revealed that the 
treatment group did not recognize societal problems or appreciate diverse perspectives on a 
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greater scale than the control group as evaluated by the IRI. This finding contradicted 
previous research conducted by Beck, Nelson-Faulkner and Pierce (2000) who found 
historical fiction to affect readers’ lives by contributing to understanding of human nature 
and universal truth.  
 This might be attributed to a small sample size. Also, the IRI questions were 
impersonal and not directly related to the lessons and selected texts students read.   
U.S History Multiple Choice Assessment Scores  
 Students in the treatment and control group took a pre and posttest multiple-choice 
assessment in order to discover if the use of Twin Text in the paired classes contributed to 
higher student performance regarding assessment. The results showed that while the 
treatment group did outscore the control group, it was not enough to be considered 
statistically significant.   
What the Study Revealed  
The results of the study derived from the mixed-method data collection revealed that 
the paired classes did not reach greater content mastery nor did students in the paired class 
have greater recognition of societal problems and/or diverse perspectives. However, the 
student interviews indicated an improved student perception of understanding. The following 
themes emerged from student interviews: positive experiences, class enjoyment, shared 
experiences, connection between courses that made the material more understandable, better 
understanding with regard to background and chronology. Based upon the observation data, 
student engagement was higher in the paired classes than it was for students taking U.S. 
History class in isolation. The results from the study support that utilizing paired classes is an 
effective way to promote enjoyment and deeper understanding of course material. 
	 73			
Discrepancy of the Findings Between the Quantitative and the Qualitative Research  
 The quantitative portion of the study was insignificant because, the sample size for 
this study was relatively small. Twenty-two students were included in the treatment and the 
control group for a total of forty-forty students.   
 This coincides with the previously identified gaps in the literature. According to 
McGowan, Erickson, and Neufeld, (1996) as cited by Gavelek, Raphael, Biondo, and Wang 
(1999):  
The number of convincing arguments for social studies instruction based 
on literacy sources far outweighs the amount of public research 
documenting the extent to which literature based teaching promotes the 
knowledge, skills, and values that constitute civic competence. Evidence 
seems limited, inconclusive, and concentrated on how trade books 
enhance students’ knowledge acquisition. (p. 206) 
Gavelek, Raphael, Biondo, and Wang (1999) went on to cite Shannon (1997):  
Given the long history and nearly universal acceptance of the idea of 
integration… there have been few empirical investigations of its effects… 
I have been able to identify no study, in any field with any age level, that 
has clearly demonstrated more coherent or deeper understandings, or 
better applicability of learning as a result of integration. (p. 206) 
 This study also took place over the course of one school year.  The 
observations occurred over the course of three months.  The assessment covered a 
full year of material.  A future study would investigate the standards and 
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objectives taught using item analysis in order to look more closely at student 
mastery of targeted objectives.   
A longitudinal case study over the course of three to five years would give 
the researcher the ability to track students’ test scores and course decisions as they 
matriculate.  
Limitations of the Study  
 This study was conducted in a rural area of the American South, and the majority of 
students were Caucasian. None of the students in the sample received educational or 
emotional special services. The control group was one grade level above the treatment group, 
so there was a one-year difference with regard to age.  The primary researcher conducted the 
interviews.  This may have biased student responses.   
Implications of the Research 
 The sample size included 44 students. If the study is replicated, a larger sample size is 
recommended in order to establish quantitative significance. The educational setting where 
this study was conducted was rural and predominantly Caucasian. A more diverse 
educational setting could better represent the demographics of greater society. Though 
student awareness to specific situations was built, this did not translate in the subjects IRI 
survey responses. A survey that utilizes events and situations presented to students through 
the assigned literature and text sets may prove a more effective tool for measuring 
recognition of societal problems and appreciation of diverse perspectives. The findings of 
this suggest  that a case can be made for team teaching and cross-curricular collaboration. 
Further collaboration with Regard to Publication and Service  
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 First, the primary and secondary teacher would like to further collaborate in order to 
create a series of professional development sessions, in which we would model how to teach 
English and U.S. History as a paired class with an emphasis on the utilization of Twin Text.  
We hope to publish our lesson plans, activities, and assessments in an effort to reproduce or 
recreate our paired classes on a larger scale. We would like to serve as consultants for school 
districts. We are confident that we could help other schools effectively implement paired 
classes using Twin Text as a platform throughout elementary and secondary grades. 
Future Research  
 Student participants in the paired classes went on to take advanced level courses as 
upperclassmen. During their junior year 20 of the 22 students enrolled in an advanced 
placement or college level English course. Eight of twenty-two enrolled in an advanced 
placement social studies course.  
Table 14 
Advanced Placement Enrollment Following the Paired Classes  
Course Title Number of paired class participants 
Advanced Placement Language and 
Composition 
15 
 
Duel Enrollment Composition I 
 
5 
 
Advanced Placement Government 
 
8 
 
 A future replication of the study would include collection of data on the following: 
scheduling decisions students make throughout the rest of their high school career, as well as 
their achievement in those courses.  
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 A future replication of the study would also include collection of data on how the 
paired classes affect English II state test scores.   
 The Mississippi Department of Education is in the process of determining if students 
will continue take the MAAP Test for U.S. History. It is possible that the 2019-2020 school 
year will be the last year students will take this assessment. Students began taking end of the 
year, standardized tests in U.S. History in the state of Mississippi in 2000-2001. Time will 
tell if this decision will be detrimental to the quality of education students receive in the 
social studies throughout their K through 12 years. This would be an interesting phenomenon 
to investigate.   
 If the study were replicated, I recommend the inclusion of a writing component in 
addition to or in place of the multiple-choice assessment. When the document-based question 
assignment responses of the treatment group were compared to those written by members of 
the control group, the knowledge gap was extremely evident. Students in the treatment group 
had a much better understanding of the content, context, and vocabulary of the course work.  
These students were also able to synthesize information by making connections from one 
time period to another, decipher fact from fiction, and bring context to historical events based 
upon the reading they did in their English class. This was not evident in my study because a 
writing assessment was not used to measure growth.  
Conclusion  
 The focus of this research was to investigate the implementation of Twin Text and its 
effectiveness in the U.S. History and English classroom with regard to: mastery of the 
objectives laid out within the course curriculum, perpetuation of deeper learning, and 
fostering empathy and civic engagement through the use of Twin Text. The results show that 
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the paired exposure to literature did not produce greater content mastery nor did it produce 
greater student empathy. However, the student interviews indicated an improved student 
perception of understanding as well enjoyment of the paired courses.  The limitations of this 
study have been noted, and could be overcome if this study were applied on a greater scale 
with regard to sample size, for a longer amount of time, and with additional measurements.  
 The literature on paired text or Twin Text corresponds with the findings of this study.  
The results from the study support the notion that teaching history is less effective if 
educators rely solely on textbooks as the main driver to teach the objectives. Educators can 
bridge the gap by teaching history through fiction.  
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INTERPERSONAL REACTIVITY INDEX (IRI) Reference:  
Davis, M. H. (1980). A multidimensional approach to individual differences in empathy. 
JSAS Catalog of Selected Documents in Psychology, 10, 85.  
Description of Measure:  
Defines empathy as the “reactions of one individual to the observed experiences of another 
(Davis, 1983).”  
28-items answered on a 5-point Likert scale ranging from “Does not describe me well” to 
“Describes me very well”. The measure has 4 subscales, each made up of 7 different items. 
These subscales are (taken directly from Davis, 1983):  
Perspective Taking – the tendency to spontaneously adopt the psychological point of view of 
others  
Fantasy – taps respondents' tendencies to transpose themselves imaginatively into the 
feelings and actions of fictitious characters in books, movies, and plays  
Empathic Concern – assesses "other-oriented" feelings of sympathy and concern for 
unfortunate others  
Personal Distress – measures "self-oriented" feelings of personal anxiety and unease in tense 
interpersonal settings  
Abstracts of Selected Related Articles:  
Davis, M. H. (1983). Measuring individual differences in empathy: Evidence for a 
multidimensional approach. Journal of Personality and Social Psychology, 44, 113– 126.  
The past decade has seen growing movement toward a view of empathy as a 
multidimensional construct. The Interpersonal Reactivity Index (IRI; Davis, 1980), which 
taps four separate aspects of empathy, is described, and its relationships with measures of 
social functioning, self-esteem, emotionality, and sensitivity to others is assessed. As 
expected, each of the four subscales displays a distinctive and predictable pattern of 
relationships with these measures, as well as with previous unidimensional empathy 
measures. These findings, coupled with the theoretically important relationships existing 
among the four subscales themselves, provide considerable evidence for a multidimensional 
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approach to empathy in general and for the use of the IRI in particular.  
Pulos, S., Elison, J., & Lennon, R. (2004). Hierarchical structure of the Interpersonal 
Reactivity Index. Social Behavior and Personality, 32, 355-360.  
The hierarchical factor structure of the Interpersonal Reactivity Index (IRI) (Davis, 1980) 
inventory was investigated with the Schmid-Leiman orthogonalization procedure (Schmid & 
Leiman, 1957). The sample consisted of 409 college students. The analysis found that the IRI 
could be factored into four first-order factors,  
 
Self Report Measures for Love and Compassion Research: Empathy  
corresponding to the four scales of the IRI, and two second-order orthogonal factors, a 
general empathy factor and an emotional control factor.  
Scale (taken from mailer.fsu.edu/~cfigley/Tests/IRI.RTF): INTERPERSONAL 
REACTIVITY INDEX  
The following statements inquire about your thoughts and feelings in a variety of situations. 
For each item, indicate how well it describes you by choosing the appropriate letter on the 
scale at the top of the page: A, B, C, D, or E. When you have decided on your answer, fill in 
the letter next to the item number. READ EACH ITEM CAREFULLY BEFORE 
RESPONDING. Answer as honestly as you can. Thank you.  
ANSWER SCALE:  
ABCDE DOES NOT DESCRIBE ME VERY ME WELL   
1. I daydream and fantasize, with some regularity, about things that might happen to me. (FS)  
2. I often have tender, concerned feelings for people less fortunate than me. (EC)   
3. I sometimes find it difficult to see things from the "other guy's" point of view. (PT) (-)   
4. Sometimes I don't feel very sorry for other people when they are having problems. (EC)   
(-)  
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5. I really get involved with the feelings of the characters in a novel. (FS)   
6. In emergency situations, I feel apprehensive and ill-at-ease. (PD)   
7. I am usually objective when I watch a movie or play, and I don't often get completely   
caught up in it. (FS) (-)  
8. I try to look at everybody's side of a disagreement before I make a decision. (PT)  
9. When I see someone being taken advantage of, I feel kind of protective towards them. 
(EC)  
10. I sometimes feel helpless when I am in the middle of a very emotional situation. (PD)  
11. I sometimes try to understand my friends better by imagining how things look from their 
perspective. (PT)  
  
Self Report Measures for Love and Compassion Research: Empathy  
12. Becoming extremely involved in a good book or movie is somewhat rare for me. (FS) (-)  
13. When I see someone get hurt, I tend to remain calm. (PD) (-)  
14. Other people's misfortunes do not usually disturb me a great deal. (EC) (-)  
15. If I'm sure I'm right about something, I don't waste much time listening to other people's 
arguments. (PT) (-)  
16. After seeing a play or movie, I have felt as though I were one of the characters. (FS) 17. 
Being in a tense emotional situation scares me. (PD)  
18. When I see someone being treated unfairly, I sometimes don't feel very much pity for 
them. (EC) (-)  
19. I am usually pretty effective in dealing with emergencies. (PD) (-)  
20. I am often quite touched by things that I see happen. (EC)  
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21. I believe that there are two sides to every question and try to look at them both. (PT)  
22. I would describe myself as a pretty soft-hearted person. (EC)  
23. When I watch a good movie, I can very easily put myself in the place of a leading 
character. (FS)  
24. I tend to lose control during emergencies. (PD) 25. When I'm upset at someone, I 
usually try to "put myself in his shoes" for a while. (PT)  
26. When I am reading an interesting story or novel, I imagine how I would feel if the events 
in the story were happening to me. (FS)  
27. When I see someone who badly needs help in an emergency, I go to pieces. (PD)  
28. Before criticizing somebody, I try to imagine how I would feel if I were in their place. 
(PT)  
   
Self Report Measures for Love and Compassion Research: Empathy  
NOTE:(-) denotes item to be scored in reverse fashion PT = perspective-taking scale  
FS = fantasy scale EC = empathic concern scale PD = personal distress scale  
A=0 B=1 C=2 D=3 E=4  
Except for reversed-scored items, which are scored:  
A=4 B=3 C=2 D=1 E=0  
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Consent to Participate in Research 
 
 
Study Title: Twin Text in the Secondary Social Studies and English Classroom  
 
Investigator      Faculty Sponsor 
Sarah B Quong     Ellen Foster   
Department of Education     Department of Education  
Guyton Hall       Guyton Hall  
University of Mississippi     University of Mississippi   
  
University, MS 38677    University, MS 38677 
(662)915-7211     (662)915-2760 
sally.quong@gocommodores.org   ejfoster@go.olemiss.edu 
 
Key Information for You to Consider 
• Voluntary Consent. You are being asked to volunteer for a research study.  It 
is up to you whether you choose to participate or not.  There will be no 
penalty or loss of benefits to which you are otherwise entitled if you choose 
not to participate or discontinue participation. 
• Purpose. The purpose of this research is to learn if using Twin Text (fiction 
paired with nonfiction) in social studies and English classrooms helps 
students better learn material. We also want to know and if it fosters greater 
participation as citizens.  
• Duration. It is expected that your participation will last for 3-4 weeks. 
• Procedures and Activities. During English class, students will read creative 
nonfiction and fiction that mirrors the chronology of what he/she is studying 
in his/her social studies class. For example, during social studies class 
students will study World War II. During English class, students will read 
Band of Brothers, a creative nonfiction novel about World War II.  
Risks. Please see the Confidentiality section for information on how we 
minimize the risk of a breach of confidentiality, which is the only risk anticipated 
with this study.  
 
Benefits. Neither you nor your child should expect benefits from participating in 
this study. However, you and your child might experience satisfaction from 
contributing to scientific knowledge. Also, answering the interview questions 
might make students more aware of what they are learning and what historical 
connections they are making that may be relevant to their own lives.  
Alternatives. You do not have to volunteer for this study, your child does not 
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have to participate, and there is no penalty if either of you refuses. If your child 
starts the study and either one of you decides that you do not want to finish, just 
tell the experimenter. Whether or not you and your child participate or withdraw 
will not affect your current or future relationship with any teacher or 
administrator associated with the Lafayette County School District.  
 
 
 
 
      By checking this box I certify that I am 18 years of age or older. 
 
What you will do for this study 
 
1.  In order to determine student engagement during lessons, students will be observed 
using a checklist. Students will be interviewed regarding their experiences in class. 
For example, students will be asked questions like: Describe your experience in your 
English and history class. What id you experience through thinking or feeling in 
reading about the events of World War II? What are your thoughts about people who 
had those experiences? Were the texts relevant to your coursework and/or your life? 
If so, how were they relevant? 
 
2.  Description of procedures:  
Step 1:  recruit students, issue the letter, and send home consent form 
Step 2:  Issue and collect assent form 
Step 3:  Students will receive the unit on World War II.  
Step 4:  Conduct observations and interviews of students in the experimental group  
Step 5:  Code data and analyze it. 
 
3. Describe your experience in your English and history classes.  
1. What did you experience through thinking or feeling in reading about the events 
of World War II?  
2. What are your thoughts about people who had this experience?  
3. What are your thoughts about the authors?  
4. What are your thoughts on these paired classes?   What leads you to that 
conclusion?  
5. Were the texts relevant to the coursework and/or your life? If so, how were they 
relevant?  
6. In comparison to your other courses…did these joint classes pique your interest? 
If yes, how did they pique your interest?  
7. Did using Twin Text help you make connections to current events and issues?  
8. Did you recognize any historical perspectives different from your own or the 
textbook? If so, which ones?  
 
4.  Your child will be audiotaped during his/her interview. 
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While attending your English class, you will read the creative non-fiction novel Band of 
Brothers.  While attending your social studies class, you will learn about World War II 
through traditional lecture and discussion. Once you have finished reading and learning the 
material, you will be asked a series of interview questions and you will complete a survey. 
 
Videotaping / Audiotaping 
 
You will be audiotaped during your interview.  
 
Time required for this study 
 
This study will take about two weeks to conduct.  Your interview will take 10 minutes.  The 
survey will take 10 minutes.  
 
Possible risks from your participation 
 
There are no anticipated risks to you from participating in the study. 
 
Benefits from your participation 
 
You should not expect benefits from participating in this study. However, you might 
experience satisfaction from contributing to scientific knowledge. Also, answering the survey 
questions might make you more aware of habits you’d like to change – sometimes this can 
help lead to improved habits.  
 
Incentives 
 
There are no incentives for participating in this study.  
 
Confidentiality 
 
a. Research team members will have access to your records. We will protect 
confidentiality by coding and then physically separating information that 
identifies you from your responses (which is even safer than how medical 
records are stored today). 
b. Members of the Institutional Review Board (IRB) – the committee responsible 
for reviewing the ethics of, approving, and monitoring all research with 
humans – have authority to access all records. However, the IRB will request 
identifiers only when necessary. We will not release identifiable results of the 
study to anyone else without your written consent unless required by law. 
 
Confidentiality and Use of Audio Tapes 
• This will allow the experimenter to review your child’s interview responses in order 
to determine emerging themes and code those themes accordingly.  Only 
experimenters on the research team will have access to these recordings.  Tapes will 
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be destroyed after the end of the study—which is expected to be spring semester, 
2019.  Tapes will be locked in a file cabinet and a locked classroom.  
Right to Withdraw 
You do not have to volunteer for this study, and there is no penalty if you refuse.  If you start 
the study and decide that you do not want to finish, just tell the experimenter.  Whether or not 
you and your child participate or withdraw will not affect your current or future relationship 
with any teacher or administrator associated with the Lafayette County School District. 
 
Student Participants in Investigators’ Classes 
Special human research subject protections apply where there is any possibility of coercion – 
such as for students in classes of investigators. Investigators can recruit from their classes but 
only by providing information on availability of studies. They can encourage you to 
participate, but they cannot exert any coercive pressure for you to do so. Therefore, if you 
experience any coercion from your instructor, you should contact the IRB via phone (662-
915-7482) or email (irb@olemiss.edu) and report the specific form of coercion. You will 
remain anonymous in an investigation. 
 
IRB Approval 
This study has been reviewed by The University of Mississippi’s Institutional Review Board 
(IRB).  The IRB has determined that this study fulfills the human research subject protections 
obligations required by state and federal law and University policies.  If you have any 
questions or concerns regarding your rights as a research participant, please contact the IRB 
at (662) 915-7482 or irb@olemiss.edu. 
Please ask the researcher if there is anything that is not clear or if you need more information.  
When all your questions have been answered, then decide if you want to be in the study or 
not. 
Statement of Consent 
I have read the above information.  I have been given an unsigned copy of this form.  I have 
had an opportunity to ask questions, and I have received answers.  I consent to participate in 
the study. 
Furthermore, I also affirm that the experimenter explained the study to me and told me about 
the study’s risks as well as my right to refuse to participate and to withdraw. 
 
 
Signature of Participant 
 
 
Date 
 
Printed name of Participant 
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Student Assent Form  
 
 
 
Dear Student: 
 
I would like to invite you to help me with a project that I am doing at The University of Mississippi.   
 
The purpose of this project is to help me learn more about using Twin Text in the social studies and English 
classroom.  No one will see your answers except my instructor and me, and I won’t use your name in any 
reports. 
 
If you take part in my research, you will participate in an interview.  I will ask you about ten questions about 
your experience in the classes and how the reading material made you feel.  It will take you about ten minutes to 
finish.  
 
You are free to quit this research at any time and I won’t be upset with you.   If you have any questions or 
concerns, please ask me now or call me at (telephone number).  Thank you for your help. 
 
Sincerely, 
 
Mrs. Sally Quong  
 
 
I agree to help with this research project.     q YES     q NO 
 
Name:  ____________________________________________________________________   
 
Date: ________________ 
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Student Engagement Observation Checklist 
(Created by the researcher using the definition of student engagement in academic work 
defined by Newmann, 1992) 
Note: The indicators below apply in both whole class and small group settings. A yes or no 
check mark response will correspond to at least75% of the students in the class are engaged 
or disengaged. 
Indicators: Yes No 
Physical manifestations of engagement 
Students are: 
  Generally attentive 
  Focused on task 
  Asking  content related question 
  Having on –task conversation 
  Following instruction 
  Indicators of engagement including, but not limited to: 
§ Active interest 
§ Effort 
§ Concentrating 
§ Head nods 
§ Interacting with the device 
§ Problem Solving 
  
Indicators Yes No 
Physical manifestations of disengagement 
Students are: 
  Looking around 
  Unable and unwilling to participate 
  Appears frustrated 
  Indicators of disengagement including, but not limited to: 
§ Off-task behavior, complaining 
§ Looking bored 
§ Not concentrating 
  
 
Notes:_____________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
____________________________________ 
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	 102			
Student Interview Questions  
 
 
1. Describe your experience in your English and history classes.  
2. What did you experience through thinking or feeling in reading about the events of World 
War II?  
3. What are your thoughts about people who had this experience?  
4. What are your thoughts about the authors?  
5. What are your thoughts on these paired classes?   What leads you to that conclusion?  
6. Were the texts relevant to the coursework and/or your life? If so, how were they relevant?  
7. In comparison to your other courses…did these joint classes pique your interest? If yes, how 
did they pique your interest?  
8. Did using Twin Text help you make connections to current events and issues?  
9. Did you recognize any historical perspectives different from your own or the textbook? If so, 
which ones?  
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